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Chapter One -

The Short Form: Best-Guess Working Hypotheses

-for Gompétency-Based Tducation

by

Bruce Joyce

Teachers College, Columbla Unlverslty

31ven. the confusion that attends the development and
publicization of any fad or trend, how do we get perspectlive
on 1%, determine 1ts worth, decide how to use 1t, and shape

it for maximized payoff?

.The case of competency-based education ls not unique
in the hlstofy of educatlional trends except that 1t is more
.téchnical than any previous general movement'ih'educatlon,
énd 1t represents an attempt to manage edﬁcatlon (brlﬁg
1t under the direct control of the policy-maker) more than

to influence 1ts goals or methodology.

Definitions (See @lagtes Ti-c)

Managemeng is the watchwofd of competency-based

education. It assumes that one can have clearly defined
educational goals, relate them to precise and direct means,
and monltor the process so as to determine Lts effects and
revise the program intelligently. The competency-based stance

‘Includes behaviorism--the practice of defining human capaclty



in terms of obgervable behavior. It includes a prefersence
for direct educational methods——those that échieve changes

in behavior by inducing the client to practlce the new
'“pattern. - Even more characteristic 1s the stance that‘complex
functlonariés (as teachers, military commanders, quarter-.
bécks) can be conceptualized as a system of related

behaviors (a model) related to an environment (a system of
sub-systems) and that this model can be analyzed into
component behavior-streams which can be developed by direct

-training procedures.

Competency-based education of teachers is the stance

that the teacher can be conceptualized as a system of

observable behaviors which can be diregtly trained and.

agsegsed. -

History ((See Cheptec '“\”l\rec)

Military training needs in the Second World War and
after resulted in the rise of very bragmatlc prqéedures for
designing training systems which employed extremely direct
methode and preclise assessment measures employed at
frequent intervala to relatlvely'short traxniné uni ts.
Training psychology proved to be effective in preparing
pérsons to flil a wide variety of complex roles to demanding

standards under qpndltions of gstress.



Cybernetic paychology added théﬁpractice of con="

ceptuallz;ng,hpman operatlons.ae‘modela of communicetlon
and'1nformetionéproceesing s?etemeooperatfng'as'sub;eyetema
-of a complex envlronment. - The. proceee of conceptua“izlné
human roles 1n terms of models operatlng within model
: environments gave rise to the creation of simulators as
training devices which combined the advantages of reallsm
.(h{gh trensferabliity) and~control of;task complexlty
f(nighxseqnenceebility)cin'the deeign-ofipraining systems.

' : ,/"'_ LT . T o
'Expeflence/ln public educatlon has been largely'llnked

to technological lnnovation. Language 1aborator1ee, programmed
.vlnstruction, televleion syetems, and T P.I. have all been

appllcations of the competency stance which have had
-;poeltlve results. @”7 ’ '

Experience 1n teacher education has 1argely ‘been

technology or p;oduct—llnked aleo.. The work by Allen and
assoclates, Flanders and asaoclatea, Grulckshank Dodd Cooper,
Kereh Davisfzgnd othere ha; produced posltive results wlth : |
' respect to the téaching of teaching skills. The recent
work of Joyce, Weil Wald and Gulllon has provided evidence
) .that 1b is poesible to traln teachers to employ a varlety “'
' . of complex models of teachlng which'are strlkingly different d‘

from normal classroom behavlor.
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The Bureau of Research Teacher FTducation Projsect pro—"
vided.application of the stance %o the systematic planning
of teacher education programs. The resﬁlts'of the effort.
suggest that the competency oriented stance embraces a -
"wide variety of approaches to the conceptualization of the

teacher and strategies for his training. (3¢L-C£gp?ev Feve)

The systems planners, in attempting to conceptualize
the teacher and his trivning, operated in accordance with uhe
'“findings of the recent reform movements-in public education-- .
that 1% takes a convergence of changes, in technology, staff-

=utilization and training, and curriculum, accompanied by

'“strong leadership, to bring about more than & fleeting

change in an educational institution.

N o o R . : _
! The systems planners_also.followed steps which represent

{
the state—of-the art in the fleld, steps which constitute

the process of planning competency~based teacher education.
) ) . _,::". 3. .

The Process

~

1. The creation of a "working model" of the teacher,
.described ag’ interrelated sets of competencies and,
ag a suhsystem of - the relevant larger environment
in which the teacher works (teams, schools,
rcommUnities, support systems, etc.), The model '

l rmust "really work." A collection of competencies-‘



. : x\ S | \\\\ o 3\\ "_ 'i , ' _
) - ' . ' : o S
. .\\ | ._ e . :l _.5
»that'doknot‘iitctog:ther into an effeotive per‘for‘manceﬂ
.model is not an adequate\program objective. ~ |
2. The analysie of this model nto streams of related
competencies that can form the\baeis of components
of the training system.
3. iherselection of componenf/strategi 8 and the . ' .
development of specifications for com onents.
4, The creation of the overall training systen,
-especially interlocking relationships amon come-
:ponents, support systems, and.. oommunicatio:\:}et:ms.

’ :5. The organization of mandgement systems to monit

| »progress, program elements, and program testing

and tsion.

"6.a The\feconciliation of the program with the client'
(student) and the field@(educational system) ‘ (This
is not a step to be done after the others, but
must be accomplished in varlious ways which are

sYn/hnoniZed-to thehother‘steps.)

. . : . . .
) . - R

The*result of theSe steps is;é moduiar trai;Bng system
‘whose elements can be matched to the achievement profile and ‘

oharacteristics of the teacher oandidates. L
-y

The precision in training which results\?hom this .
'procese should he'very high,' The reason for this can be -

"seen,by_focusing on thres characteristics?of the resultant

‘programs




" bulk joo) Assessment devices and

'will be no competengy—based teacher education. This-point'

1. A storage and retrietal sustem of assessment
"elemsnts which can be used to ‘obtain a precise
estimate Lf candidate competence and- progress.;
2. -A storage and\retrieval,system of behavioral
cbmpetency descriptions matchsd with progran
elements (modular) for acnieving them.
:_3.‘ Ahianagement system for relating (1) and (2\
‘i' . g0 that tralning can be clos\T% matched to
| " candidate'needs, o i o .fﬂ T o

o .

.‘\

These same- features provide the potential for a very

,high degree of program individualization and personalization.

The implementation of. such a program depends on’ the
\

.'development of a vast quantity of software. Competencies

have to be specified (the Bureau of Research projects each
contained 2,500 or more with auch remaining to be done)
Instructional materials have to be\c\aated (the largest

nagement, support

‘material have to be prepared (Sve ﬁ?ppuacL n> .

. ou, . . . . . ¢
. — B

Without~tﬁe production of high-quality software'there

o

vshould not_be,minimiaed. If 1t is not taken seriously, the

4'\§clloWing'dilemmas will,develop:  °



: ’//'
1. The creatlon of competgﬁcy—based certification

standards without thd*Capaclty to aaaeas_adequétely
or remedy 2 defloiency once 1t 1s found. (Several
states are currentlﬁvheading'straight into this
dilemma. ) |

2. The placing of the téacher in a position whers he
ls expected to be competent but has no tralning
reservdir to turn to to improve himself. (Some
forms of the accountabllity movement are/creatlng
this dilemma by pfessurlpg the'teacher,to show
pupll achlevement gains but not providing precise

training for him so he can increase his capaclty.)

A comprehsensive training program which links the
rvice and[inservloe'levels is neéessary to assure both
contigggyé asspssment and equal ablllity to meet training

needs. ( Sce dﬁae?er Sight)

Teacher Centers (See ChanerNAf/né>
If thevsystems-planhing technoldgy described above is
applied to the development of a "teacher center" 1t will
have ths following characteristics:
1. A description of one or more models of the teacher
broken dovn into relatéd sets of competencles.
~ ' 2. A modular training training system related to

those competencles.




‘3. A dliagnostic systém which enables the teacher to
compare his performance with the modeled behavior
and determine areas of strength and weakness.

,4. A management system which permits the teacher to
relazte himself to the tralning system in light of
the dlagnosis.

5. A linkage to schools which permits the teaching
center to function so as to: (a) 1mproveAthe
present mode of operation of the schools or
(b) to mesh with changes in curriculum, staff-
utilization, and preferred models of teaching to

bring about a new educatilonal environment.

There 18 conslderable‘evidenoe that the convergence of
forces identified in 5a and 5b 18 requisite to training
effectivenéés. Orie cannot successfully traln a teacher to
one model &nd then“glve him a job which demands another or
inhlbits the performance of the one. Nor,(conversely, can
one bring about innovation wi thout including  performance-

based training of the teacher as one of the maln thrusts

of energy. (5&“’- Ci\r-ep(f'(’."‘} Fbvr) S.)l, cend S(—W\?t’o),

As In the case of é comprehensive competency-based
teacher education program, a teacher center 1s dependent on
the development of softwar; to bermit implementatlion of
diagnosis, training, and managenent. Without software,
a teacher Senber will not differ appreciably from the inaservice

Q workshaops of the past.




.The Direction of Education

Becausz the creation of competency-based teacher education
programs and teacher centers ls an expensive process and,
probabiy more lmportant, because 1t promises to be powerful
provided 1t 1s accompanied by changes in staff-utilizatlon,
curriculum, and materials of instruction, 1% must be almed

carefully.

Increasingly, software 18 belng developed. See:

Materials for Modules, appended.,

As far as we now know, competency-based education can
be applled to a wide varlety of qulte different conceptione
of the teacher. ( See Chaptess Five and Sfﬁ)

Appareutly, then, the desigher of a competency-based
tegcher education program can choose one or more from the
avallable models of teaching that reflect differing
:educatlonal theories. Will one choose the teacher of
Carl Rogers, B, F. Skinner, John Dewey, John Holt, A. S. Neill,

David Ausubel or--vho?

The selectlion of the model comstitutes an explicit
selection of an educational stance, for the teacher's behavior
glves 1life to one or more of the possible modea of education,

and the cholce among them should be & consclous one.
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The Jeneralistaéa As a Set of Specialists

A related cholce involves the questiod, “Can we train
8 generél functionary called a teacher or does eaoh educational
model require a new-set of competencies?" My view is that
the soundest précedure at present 1s to view each model of
the teacher ags unique and to tralin for speclallzed models rather
than for generalized competency. The generalist of trhe past
has had great difficulty adapting to new models of educatlon.--
he has been unable to‘implement innovative teaching strategles
end technologles. Thus 1t seems best for the present to
concelve of a generalized model as a set of speclalized models

and to define competence in terms of specific educational

practices. (Sce Chapter Six)
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Chapter Two

Performance-Based Education: Overview and C>finitions

Whenever 2 new trend begins to establish itself 1. a
field like education, it generally haépens that a few
slogans become established in the public consciousness,
and the trend hecomes known by those slopans. Our present
subject is "Pavrformance-Rased" or "Competency-Based"
education, espscially as 1t abplies to the training of
professional educators. As in the case of other trends,
the slogans have rapidly acquired many meanings, and 1t is
necessary for us to estabiish a definition which will embrace
the current usages sufficlently to allow ué to unify the
literature and, at tne same time, be precise enouzh to peralt
us to 1dent1f§ {g;;;;g concepts that can be acted on in the

real world.
A
As coﬁ{rasted with other stances toward education,

performance-based and competency-based education have in

-~

common thelr espousal of direct and definite ends and means
rather than general, indirect or indefinite endis and means.

At the elementary and secondary school levels, Popham's (e-3s)
study of teachers' ability to identify behavioral objectives
drématlzes the issue. Popham.asked a large quantity .of

teachers to dlstingulsh between ovjectives which were more

/
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or less behavioral according to the definltlons of
behaviorality commonly used by soclal scienuilsts. He found
that many of the teachers were unable.to dlstingulish
behavioral from nonbehavioral objectives; and when he com-
pared them with a random group of cltizens, tha citizens,
untrained in education, were at least as zood as the teachers
and, In some cases, better at ldentifying behavioral
objectives. Do Popham's findings mean that teachers cannot
engage in an act which we migzht call teacning? Probably
not, althouzh some +alzht argue the volnt. What 1t means is
that teachers, generally speaking, use zeneral and indlirect
methods which are not preclsely almed toward specific goals.
They are not, in other words, engaged in competency-based

education.

Given the general mode of operation of most schools,
this should not be surprising because most instruction in
schoois s group instruction. When one becomes precise in
setting and achlieving behavioral objectives, hs vepry
qul ckly becomes dissatisfled with group instructlion because
very few individuals in a zroup are l.'x'eady" for any given
instructional objective at the same time. The more o \\\\_,///’/
precise one becomes, the less satlisfactory group instruction
in self-contained classrooms or departmentalized organizations

'becomes. Consequently, when one becomes much more specific
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about what one wants to achieve and how he wants to go about
1t, one begins to define very specifleally the co?petencies
or performances he wants the student to manifest, and hs
tends to devise instructlonal supbort‘SYétémé that make 1t
possible to indlvidualize instruction. To this date, the
Individually Prescribed Instructlon system developed at the
Uhiversi;y of Pi ttsburgh Research and Development Center is
the most prominent example of a competency-based curriculum
developed for the public schopls..'I.P.I.,ras presently
constituted, consists of instructional systems in reading
and arithmetlc;-each system contalining tHousan@s'of

. instructional units or modules, each one related to a
particular instructional objective and an overall systed
related to a d?agnostic and ‘evaluation system which pérmits‘
a preclse tracking of the progress of whatever number of

<,

individuals are relating to the system.

In contrasting the teacher using general m%&hods
almed at general objectives with thé 1nstructldga1 system
compéised of_ﬁery specific and definite methodologles
dlrected at very speclflc'and clearly—defined Qbjectives,
we find the essence of the nature of competency-based
Alnstructiqn as 1% 1s distingulshed fromimqre familiar

forms of tééchlng. ’



1t should not be assuaéd, howevef, that performance-
based or competency-based instructlon cannot take place
in groups. For the reasons ment ioned before? a coampstency-
baged education ls more than likely to consLéer fhe merits
of individualizatlon, but precislon of methods and
objJectives 18 the hallmark not a strategzy of individuall-

-zatlon qua such, -

Precision and Teacher Education

We can make the same distinction at the hlgher
education level between zeneral aime and general methodologles
and specific alms and speclfic methodologles. For most of
this century, teacher educatlon has.consisted of general
means: \coﬁrses in the fouﬁaation of educatlon, educational’
psychology, methodology, and apprenticeshlp or student
teaching; and these have been aimed at genesral goals. The
student was generally not taught specifically how to hse a
learning theory to solve 1ts instructional problems, but
>rather there was a bellef that 1f the teacher knew a good
bit about learning theories that these would ald him as he
came to try to solve instructional problems in the classroou.
Géneral knowledge of learning theorles would be ‘part of
hls avallable equlpment for problem solving. Similarly,

" his knowledge of educational phllosophy gained in the soclal
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foundations courses would help hiam comprenend more fully
what he was about and understand his hlstorlcal position.
No one would, however, expect that a .student would use an
element of educational philosophy in a particular way wlth
a partlicular learner in é particular classroom. Educators
who are oriented toward the competency stance, however, wish
to make the business of teacher education a great deal morse
precise thaﬁ that. They hope to make a systematic analysis
of the particular behaviors that a teacner will ne?d in
order to solve his problems and then to provide him with

a gpecific and speclalized tralninz to emable hiaz to

arrive at those competenclies and to.use gystematic
evaluation devices to determine his ability to manifest

those behavliors under reallistic conditions,

The characteristics of the Bureau of Research
Teacher Education Program models for teacher education (&)
11lustrate that to apply preclision to the definition of a
complex functlonary llke a teacher is 1n ltself a complex

process. The "systems models,"

when fully complete, can
be expected to have upwards of 3,000 behavioral objectives:
in each one of them, each objective describing a particular

competency of the teacher.
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From my perspective, therefore, the distinzulshing
characteristic of competency-based tralning 1s precislion
in ends and means and, therefore, comprehensiveness and
specificity in planmning all aspects of the educatlional
program. The competency stance is not the possession of
a particular bellef in a particular kind of teacher as the
goal of the teacher education program. A person can be
competency-oriented and embrace any type of end and any
type of means so lonz as those can be precisely planned.

deet cnd e sysTems anxlyst
He, uses the tools of the positlvistAto make his ends and
means clear. If 1t eventually turns out that to embrace
positivism requires the rejection of certaln kinds of
educatlonal{means, then the competency—orienteé educatlional
planner will indeed 1limit his repertory somewhat. 1 see
no evidence of this at thls time, however. Sensitivity
tralners, Rozerlan psychologists, Freudlans, inqulry |
trainers, and behavior modification advocates all seem
apparently able to live under the roof of competency-

based education.(F )

If 1 am not mlstaken in this, 1t means that qulte
a large number of types of conception of the teacher and
' ways of training him can be developed under the rubric

of competency-based education. The components of the
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systems modals lend support to this notlon in the wide range
of component types that were included among them. Gestalt
therapy techniques were appllied in the Massachusetts Model

to the development of human relatlons'skllls and a more
adequéte self-conception on the part of thg teacher. The
Syracuse Model included sensltivity training and reflective
counseling techniqgues. The Northwest Reglonal Laboratory(ﬁ9<€)
employed simulation extensively. The models represented, in
fact, a much greater diversity of training methods than

are employed in present-day teacher educatlion prograns.

Thus we can accept, for the time being, the notion
that systematic performance-oriented conceptions of teacher

education can subsume a very wide variety of types,

Probably the same thing is true of the education of
young children, although the range of developed approaches
has by no means been as exhaustive as we might imagine. Thus
far, T.P.I. has been applied to reading and to arithmetic,
and there are some plans to apply 1t to the soclal studies
area as well. language laboratories have for years been
performance-oriented and have been organlzed according %o
behavioral ladders of achlevement in terms of compétency to

speak the language. Programmed human relations courses are
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now available for secondary schools, The Tri.University Project
at the University of Washington has attemnted to develon social
studies competencies for children in a form that can be used to
guide systematic, systems-based curriculum develonment iﬁ that

area.

At any rate, if we make the assumption that the verformancew
oriented stance is a relatively value-free technology with resvect
to the ends and means of education which can be related to it,
we can ask the most stringent series of questions about its
nature, about the evidence concerning the effects of using it,
and consider how it can be used to create a wide variety of tvmes

of educafion for children and teachers alike,
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kL)

battle, or transport where pllot competence was crucial.
On him depended the safety of the crew and the alrplane
and the gucceas of the misslons which were to be flown,

A %scond condition wag that. these personnel had to be
trained very rapidly. Especlally at the beginning of the
Second wOrld.;ar there were very few qualified people Iin
existerice, and large nuubers were needed very rapidly in

the face of a deteriorating war situatlon.

These needs {oprecision and speed) of mllitary tralnlng
contrast radically with the needs of most educational
institutiona. Up to that polnt, universities and schools
had been lelsurely and general, for the most part. Most
eduocators and psychologlists who had been concerned directly
with education focu;ed on the problems of the individual
learmer and his affective responses to training. Thus
they tended to focus on educational strategles which gave
the gtudent an opportunity to develop himself on his own
terms and which pald maximum attention to his need structurex
and his emotional responses gg the training that he was to
undargo. Thus most of the falrly well-developed teaching
strétegies up to/about 1940, with the exception of operant
condltloning (which had not been applied widely to educatlion)

were falrly indirect, general methode which presented a-very

soft face to the learner so as not to control him overly.

The basic methods of the Progressive Movement,(cremin’,195»(7’
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for example, pgave the learner ccnsalderable opportunity fo
develop himself by sharing in the creation of his own
educational goals and means. This method was lelsurely

and general and was not calculated to achleve apsclfic
oUtcoméaly focused training. Similarly, the methods which
developed out of the Chlld Study Movement pald considerable
attention to the way the 1earﬁer felt about hlmself, were
concerned with facllitating his personal mgrowth, and,

as In the case of the progressive methods, gave hla hls

m2ximum opportunity to develop himself.

The urgency of var condltions took attentlon away from
the needs of the learner and toward the nesed for preclse
and rapld tralning which conslidered the learner chlefly
in terms of his capaclty to respond to the training and his
abllity to hold himself togeiher during a rather arduous
training process. The psychologlists who created‘the
training systems soon came to bellieve that amuch of what
haji been learned from psychology was of very little use when

1t came to developlnz a training systenm.

{ .
Gagne's famous essay was very direct on this polnt.ﬁGaEne’ﬁji)

Tt instituted a plea, advocation of the rough parodign that-
came %o characterize actlvities of the tralners. Egsentially
thls scheme, whlch is paraphrased below, was arrived at by
teams of people who worked on widely different types of

trainlng programs but which faced the same problems of the
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: e - _ . _
need forﬁa rapid’trdin&ng system to yleld falrly certain

resulta or recycle or reassign the tralnee i f progress wasg
not being made. The four steps are: _
1. «The 1dentlfleation of the program goal in termds
'of sets of specific behavioral eiements ﬂhlch Tit
‘together to define the competency of the tralnee
T at the end of theutrainlng program. (When this’ 19:
applled to the education of the teacher, we refer
to the goal as the "model" of the teacher. )(Joyce, 1971)[r)
For example, the task of the pilet 1s dgrined in
{ery:spec;f;c, interrelated behavlor'stbéama'even
;‘thouéh-ﬁepy domple;sépeféﬁioné-ére involved.

Specl ficity and relatedness of behavioral elements

are essential{

2. lThe;prganr?étion of ‘these behavioral elements
inﬁq.céhe;ent units of‘grOUbs’wnich eould forg
séqdenced stfeams‘for tralning. Agaln in the
case. of the pllot, some of his activitlés-lnvblvé

: communlcat*on to- other members of his air erew.

//Yet others 1nvolve conmunlcation to the alrcraft

. \e include navi:atfon. AIl:lﬁeée dre'lnwadditlon to-
c the complex skills related to the flying of the
I

) aircraft the preparation for ooer tions such ag -

bombing and the like. Each of tuesa comolexes of

and thelground control systems. Still others - e
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actlvitles can form behavior streams ponslsting'of
sequénces of behaviors leading from those whigh
are simple to more complex cnes. The lqtér,
complex performance is thus dependent on the
acquisition of prior skills and knowledges.

The develooment of tralning exerclses which

23 .

could be matched to each of the behaviors.in each /FL

stream., Sometimes thlé ;nvolves the develobment

- of a general setting in which a sequence of skills

‘can be taught--gsuch as the pilot simulator which

onabled the practice of skllls ranging from
comnunicating W1th ground control, étartlng\the
engines of the airecraft, through toé filght con-~
dltions including combatf problems. At other
tlmés the exercises are slmple and discreet,
1nclud1ng programmed tasks and éimple exerclses.
Creating the evaluatlon’systém. Related to sach
tralnine exerclse i3 an evaluatlon device,
preferably admlinlstered lmmedlately after'or  ’
\mbedded within the training tesk, to deteralne

whether the behaviors were acquired and to provide

immedlate feedbhack }o the“tralnee or the instructor,

achlevement of the skills. This is one of the

critical steps in developing a tralning system

and one which dlfferentlates 1t most dramatlically

from indlrect training methods.



24

?or'contraet,'leﬁvus lmagine a teacher in 1942
attemptlng to teach chlldren how to relate to each
-other more democratlcally in making decisions. The
" teacher might carry Qn'activities with the children
in which they would define goais;'set procedures,
'land carry them out. What the teacher would very,

: very rarely do, 80 rarely that 1t was almost a
_momenpous eyent in the classroom, would be to pro-
vide iﬁﬁediate feedback to the studenee about each
elsement 1lnvolved in setting muteal objectIves and
procedures. Teacher and students mlght have a
general evaluation from time to time or & dis~-

cusslqn over how thlngs were golng.

In a training systeu feedbatk would be handled
much diffenentiy;' The pllot who is learning to
opera{e an aireraft might be ln a situation, ga.y
'at the early stages of trainling, which required him
‘to simulate a call to a control tower askina for

_ permisslon to take off. »If he did not do this
correctly, he WOuld'get'imdediate'feedback and
correction and further training. If he did not
make progress toward theae er other goals,‘he

would be dfopped from the program or recycled 8o

' : {
he could begin with another group of fllight cadets

«
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.had the prerequisite skills-ln ‘termas of later

.of all tralnees, strengthen weaknesses of partlcular

.25

and go through the’whoie.train[ng program from the
begihnlhg; The feedback ensures mastery of tasks
which, while often very simple 1n themselves,
would be very critical to the eventual performance

of_the terminal task.

¢ -

The tralning psychologist was very much,conJ

cerned to see that all the behavlors within each

behavloral stream vare mastered with relative

certainty so that after a tralnee had passed a

- glven polnt in the training program, he could know at

once wha't he hagd been able to do and for what he

‘training. . ,
" The prior steps lead qulte naturally to the develop—l
-mént of a managed program'in which evaluation is |

‘monitored by a system which can determlne'progress

agpectsa of proqrams, and $0 on.

* 'The importance of evaluation-systems explains

why training psyohologists adopted the practice of

. stating behavioral objectlves in measurement terms,

even using samuple test 1tems as exemplars of the

specific bshaviors which would be required to

.cemplete a training unlt or module. It does not

Es
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help the tralner to have a behavioral objective
defined precisely 1f the measurement is not
~inocluded and one can determine whether the behavior
" has been achleved. In other woprds, the particular
positivistic convention that 5gcame establlshed was
to state objectives always ln.prectsgjtérms that
specl fled the conditions under which they might be
meésured. Whether this 1s necessary for all
education 1é not clear, but in the urgenc} of |
crash-training programs, 1t is qulte understandable )
~"\a\.\ndvseems so obvious that questioning it haa not
bé‘n done frequently or with any great {horoughnesa

VE

although the practice has been severely criticize

Many of the bersonnel who.ha§e worked in the edtication
industry, in educational measuremapt, and in curriculum since
the Second World War.have been involved in or were influenced
by the experience of the training psychologlst and have come
to adopt the "measurement way" of stating objectives. See
the following for example, which 18 taken from one of the

,IPI behavioral streams for Reading.
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In the present concern for accountabillty ln eduCatlon,

it s natural that 1t 1a to trainlng paycholoeY Droceduree

that educatora should turn. If the competenclee of. the
teacher can be}deflned'ln measurement terms, then we can’
hold tralhers of ﬁeachere“accooptable and certify-them in
terms of 2 @eesorable performance. On the other hand _lf
we'speak of cerﬁlfication in terms of the accumulation of
credl ts in education courses and hours of practice teaching
etperiepce, vwe have no way of telling what was lsarned

through those experlences and no way of holding people

accountable 1f the teacher_lsqunable to perform satis—
: factorily. Thus it 18 that companies such as Systéme

d-Development Corporation and reaearoh and development centers

such as those in Plttsburgh and Los Angeles which have}

exoerlence in the appllcatlon of tralning psycholog?

procedures to educational plannlng have come to take an

.1mportant place recently 1n the development of teacher
‘training procedures, procedures for the teaching of reading,

1 and in other areas where 1t 19 deslred to have a high degree

pat -
of control over the outcome of education,

- As systemshplannlng has oeeome'ﬁore fully defeloped the

practlce of statlnq objectlves in terms of measurable outccmes

‘hasg become more fully developed. The Bureau of Research

;Teacher Educatlon pro.ecg reflects this totally for. there

- -
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were no exceptions anong lts teams to the bellef that i1f an_
objéctive could be stated precisely, a way of measuring 1t

cquld be devisged.

‘

Cybernetic Psychology

It 18 very difficult to tell where tralning psychology
ends and cybernebic pdychology begineg, and 1t probably would
not even be productive tohméke the diatlnction except that
it underlines’a particulafly important dﬂvelopmenﬁ that
~ occurred between 1940 and the present, a way of thinking
about learner and a Qraining system development so .
important that no understanding of cqmpetancy-based edu-

cation can be made without apprehending 1t,(Smith and Smith, #77)
/ B

If we coucei;e of'a person as an autqmatlc, aelf-.
regulating, 1nfbrmatioé processing system and liken it to
an electronics commﬁnic tion system which is capable of
receiving 1nformatlon’4iom the environment and modifylng 1tis
own behavior ?o bééoﬁe more effective in lts environment, we
get a picture of a computer connected to 1ts environment by
gensors. This machine érocesses 1nformation on its swn_

behavior (as that beha#ior relates to ths environment) and

learns by experience.

If we take thls a step further and suggest that an

environument be bullt which faclilitates the effeétiveness



with which thegse sensors can detect the performance of the
individual in(ite environment (1f, in other words, vie build

a machine designed Yo fit very closely the requirements of

the human_machine),,we>oan conceive of developing training

systems made uo of tailored environments and training tasks

‘which ledd the student to practice new skills and improve

-his performance_bj.reeponding_to feedback to his'behavior.

It 18 out of this kind of machine--ome bullt to it the
Tequirements of'the-humen one that we have the development
of cybernetic psychologﬁiand 1ts most. common application
to education, simulated aystems deeigned for training

-purposes.

Let-no.et once onoceetho‘examine this in termevof"_
the training'of‘the‘teecher. Student’teaching end'methoda.
‘courses. have been the oommon methoda for training the "
teacher. Suppose that we want to teach Behavior “A" to
& teacher. Suppose that that behavior 1s the capacity to

: employ &dvance organizere in teaching.(f‘ﬂ An advance

organizer s a generalization_which providee a-conceptual .

anchor for:naterial that 18 to be presented to students.
In the ordinary'circunstances of teacher training;*the ldea
of an advance'organiZer and how it might be daed woulc be

presented to the teacher candidate elther in a methods

course or an educational paychology course. Let us euppose,”

3 s
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that this has _been efflciently'accomplished that the teacher
candidate knows uhat an advance crganizcr s and knows how
. to facllitate the mastery cf materlal to be - presented verbally

to the learmepr.

Tﬁe teacher candldate, 1n the course of his practice
teaching, may -or may not have an opportunlty to practice
using advance organizers for determlning thelr effeot ‘on
1earners. Hls cooperating teacher may assign him to
ingtructional situations where organizers are not apg!!priate.
or give him 1nstructlonal methods- whioh are not compatible '
wlth _the use of organlzers. It may be some. tlme then, 1f
’ever, before a trainee has an opportunity to practice using
‘ them, but let us suppose that he does find an. opportunity
‘withln a few weeks of being taught what an organizer is and
how it might be employed. _The chances ape that no one in |
his environment can reflect with him on his eiper!encet ﬁid‘“
he actually use an5organ1zer? Was it appropriate‘to the , °
verbal material? Did 1tlhave atpoaltlve'effect.on the
iearners?"Theee‘qnestione he hzs to cope with py himself

wlth'teryulittle'assistance. Now 1f he is an eatremeiy
asslduousllearner, he maytnot only have mastered the 1dea;
~ but he may flgure out a'waylof conductlng an expertment in
which he can get this 1nfo;5§tfon for himself, but 1t 1s

qul te a task to do eo, and we would not expect him to be
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~ able to do this with respect to very many ldeas.

T Now 1et us suppose ve take a cybernetic stance toward
the same problem. Let us build a teaching ‘laboratory in
nnleh our teabher_candldate cap be presented with an
'1nstructional 8y stem or with a"eeminar orpleoture or'eeriesk
of readinge.designed to teach him what an advance oréanizar

le'and how it can be used. Let ue 'provide'mm in the

e

teachlng laboratory with a small group of learnere with
whom -he can lmmediately try out what he has learned. Let
us further provide him with oneervers who can consult with
| him about the mature of hié’organlzer.ena help him com-
pare his procedures with thoee that others have used in.
‘similar clrcumstances. Ag he teaohes, let us provide
’obserﬁere who canWEnalyZe hls behavior andpfeed that back
to him. 1In additlon,»let us help him construct meeenres
to determine whether the organizer functloned for the
chlldren. In hla environment “he recelves a. tremendous

amount of feedback about his knowledge of organizers, hls

\
'.ablllty to conmstruct them, his ability to present them %o

B chlldren, and - the effects that they had on those children.'
.He 1= then in a position to correot”his own-behavror, to
pﬁmodlfy wnat he fs‘dolngnecoordingﬂteworiteria‘related to the

learning that he was suppoeed to be acquiring.

.

SL.
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NThe submarine trainer, for example, puts the captain and his |

E

Although we have. yet to see the application of simulation.

. within a systematic teacher training program which provides

an optimal series of teaching laboratories in which full
effects of simulated training can be felt there are some
gimulations in present use. Teaching simulations such as
Crulckshank's (09) Joyce 5(5%) ang Kersh's (C*) and, to some
extent, micro—teaching(pg) are designed to control the
Eraining situatien so that there can be a focus on specific
kinds of behaviors to be acquired b; the teacher candidate,_
but in an environment which aimulaﬂes reality.‘ That ls,,

his behaving ls under conditions analogoue to those under

._which he will eventually teaoh. o ’ s

\ o .
i

_ People wonder at onece whether‘a complex activity such

/as teaching 1is amenable to cybernetic psychology,'which

tends to simpliﬁz‘reality in order;to make 1% easier for

the-learner's information processfng system to operate

'\effectively when he tries to acquire specific behaviors.

' Thus far there is no empirical evidence on this question,

I

:-but the existence of very complex simulators to train

.functionaries such as submarine c ptains and battalion

tank commanders indicates that the applicability is there.((lﬁf“

/

crew Into conditions in which they communicate with the

- world only through sonar, radio or their ‘perlscope. The

Ty
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simulation 1s so elaborate that they can navigate their
submarine, be attacked by the surface vessols, engage in
evaslve action, see feedback in terms of wheﬁher that
evaslve action wag 1likely successful or not, and can repeat
the encounter lu order to modify thelr behavior and learn
behavior which would be judged to be effectlve in the

sttuation. AP

If critical, complex warlike situations can be
éimulated effectively‘in the development of cybernetic
tralners, 1t seems reasonable to sﬁppose that the relatlvelgm
more tame environment of the classroon can be simulated with

a realism to be effective for training purposes.

The Empirical History of Competency-Based Tralning

in Teacher Educatlon

The history of experiments ln competency-based tralning
{n teacher education 1s scattered and somewhab difficult to
pull together. Evidence of effectiveness is so far qulte

sparse.,

Nearly all of the accumulated evlidence has come from
the specliflic experiments to test the effectiveness of
products or specific procedures for changing teacher behavior
in minor Qays. We shall treat tnis literature in terms of

'thehgeneraILQuestlon. Can direct tralning methods influence .
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the behavior of the teacher and what kind of training

procedures appear to be mpst effective?

oy
-

The "Micro-Teaching" Complex

A series of instructional systems have been developed
uslhg explanation, televised demonstration and television
playback to provide pfactice and. feedback to the teacher
about his behavior. A surprising proportion of this wrrk
has relatéd to the "micro-teaching" experiments, developed
by Allen and his colleagues at Stanford University."3)

The work reported by Allen,;Fortune, Acheson, Schmuck,
Olivero, Ryan and others sither through television or through
written descriptions and then practiced the behavior with
small groups of children, teacﬁlng and reteaching until the
behavior was mastered. It seems clear that such 1ﬁstructional
procedures can indeed result in changed teacher capaclty

to perform at least in the “micro—téachlng" situation,

and there are several studlies indlcating 1ang—tefm aeffects

in relation to pﬁpil responss to the teacher. Acheson's
study 1nd1catéd that there is evidence that the televislon
model alone unaccompanied by a written model does not provide
the teacher with the theqretical understanding necessary to
cérry out the behaviors but that the written model alone 1s

definitely lnsufficlent.

The Far West laboratory has developed a series of

instructional systems employiné micro-teachlng called
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""mlni—cburses" and these have béen,submitted to extensive
fleld tests. These have been created to teach a variety of
teaching skills ;ncludlng some falrly complex ones. Borg
and his assoclatés have been careful in tﬁeir research, and
there appears very little question about thelr ablilty to
use stralghtforward developméntal procedures to crea}e-.
mlni-courseé and glmilar instructional systems-wh}ch have
the cupaclty to teach teachers a considerable variety. of

teaching skills, CD—/Z)

The Interaction Anal}sls Complex

Flanders, Amidon, and thelr assoclates have produced
a considerable number of studies in which they have attempted
to change teacher behavlor,by‘te;chlns teachers systems for
studying thelr teachling. . Particularly they have uéed the |
systém called Interaction Analysis which 1s a device for

codlng_teacher and student communlca;iong in terms of several

. categorlies whlcn dimensionallize teachlng as direct or.

indirect. Iun most of thelpr .studles teachers have been taught

how to stﬁdy thelr teaching using the Interaction Analysls
.System, and then they have studled thelr teaching and'
attgmbted to mod1fy thelr behavior depending on what they
have dlscovered, (ZL53 3¢{)

While the evidence 1s somewhat mixed, 1t does appear

that teachers have changed thelr behavlior somewhat ag a

35
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result/bf Interaction Analysis feédback and that student

teachers who learn to study thelr teaching using an

Tnteraction Analysis system develop less direct patterns

of behavior than do student teachers who are not exposed

to it.

The fellowing chart gummarizes thelr research.

TABLE 1i-1

Projects Using Intetaction Analysis to Help Modify Teaching Bel:avior Which

Include Evidence of Program Effectiveness

Authonsy and Location
Relvrenice Number .

T

Prescrvice Programs for College Students

* . Lohman. Oixr, and “{ough (61:')

Hough and Amidon (53)
Zahn (108}

Kirk (59)

Furst (44)

McLoed (640 i
Hough and Cuer (54)

Temple University

Glassbora State College (N. J.)
Temple University

Temple University

Cornell University

Ohio State University

Ohin State University

St. Mary’s College. Notre Dame
Temple University

Californja

Florida State University

Finske (31)
Moskowitz (71)
Borg, cral. (16) &
Bondi {14)

Inservite Progra.ns in Field Settings ’ ’

. ! Date

' Collect Publish
Data Results

1963 1964

1963 . 1965

1964 " 1965

. 1964 1965

1964 1965,

1965 1966

1966 1966

1966 1967

1966 1967

. 1968 1968

. 1968 1969

1960 196l

. 1960 1963

1962-"64 1966

1965 1966

1966 1967

1967 1968

1968 1968

Bowers and Soar ({8) North Carolina

Flanders (36) Minnesota

Soar (93) Pennsylvania

Hill (51} _ Ohio State Universit
Emmer (28) Michigan :
Jeffs, etal. (56) Las Vegas, Nevada
Borg, et al. (15} California

| (Tﬁ t\/&’f\ {"t.‘t'.h

ERIC

Aruitoxt provided by Eic:

‘0.3:;/ qt‘)( _:D—Jb:) |



- Teachers apparently have become somewhat mere flexible
in. tneir behavior as a result of Interaction Analysis and
their patterns of teaching appear to become gomewha more

responsive to pupil ideasﬂ

One of the - mini-courses develooed by Borg and his
associates was desizned to teach the Flanders system of
Interaction Analysis to teacners. The results were more
positive thaw in any other of the Interaction Analysis
e dback snudies.(f/ﬁ The teachers ohanped on eleven of
thirteen measures with particul°rly strong changes in the

proportion of teacher talk in relation to pupil talk.

. The research ig" partial and has not always been |
cumulative, but Flandersy Amidon, ﬂouah and . their associates
have provided evidence that permits us’. to conclude that ¢
when teachers are taugnt,how to study teachins using E
Interaction Analysis systems that modifications in their |
benavior can be made in. predicted directions.' The - state of
the researcn indicqtes that Interaction Analysis instructionui
systems can. by ho means be . concluded to-be a - ;owerful <
teacher trainin~ tochnique in terms of their present state
of imolementation, bu't there seems strong suoport for the .l
not! on that 1t is a ootentially very powerful technique if

applied in the context of a systematic training orosram.

(9

s

g . ) . . =
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Research on Planning Behavior of Teachers

Ever slnce Turner and Fattu nad consldefable a1 ffi-
culty distinguishing teachers and nonteachers in terms of
their ability to frame 1nstructionai ob jectives based on
a diagnosis of pupil products and since Popham and his
assoclates obtained ﬁhe,discouraglng findings which ied
off thls sectiom,(£Z) a number of étudies have been conducted
to test itnstructional systems deslgned to teach teacheré to
frame behavioral objectives and to relate 1n°tructiona1
procedures to them. Popham's instructional systems do seem‘
Vcapabie of teaching teachers to establish behavioral
objaectives and select instructional procedures related to
them. He also reported that puélls apparently learn more
when teachers frame objectives although such_raseapéh is
difficult to conduct because if teachers don't select
instructional’ objectives and pfocedures, 1t's hard to tell

exactly what léarning outcomes one should measure.

 Research Employladz Instructional Simulation

Crulckshank and Kersh conducted research using-
gimulation to train teaéhers and have reported positive
’results.(é??. Nelther simulation 1s an elaborate one; bu t
the findings are nonagheiéss positive and provide encouragensnt
to those who would want to devélop more elaborate simulationsg

for the training of teachers.



..effectively.(j7> r

-science a -teaching strateay derlved from the scientlfic
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Other Résearch Related to the Tralning of the Teacher

L

In the last few years, especially stimulated by the
establishment of a number of reglonal laboratories with
1nten91ve teacher training programs wibhin them, there has

been an lncreasing quantlty of speclfio studl es dlrected

at the testing of particular 1nstruct:ona1_proceaures almed

to teach specific teaching'skills or sets of behaylor. For

example,'at the Un;vefsity~of Texag Research and Development
Center, a variety of gstudlies have been done. Some of these
haVe been slmllar to the Interaction Analysis studles
mentioned earller with teachers beingxtaught category .
syatemé ahd helped to modulate thelr behavlor whi le

reeeiving feedback derivsd from thelr own atudies of their

own teaching. On the whole the results of this work have

been positlve with tea@hers maklng signif&cant changes
. . A é : .l'
particularly in learning to ask particular kinds of

questions and to control thelr guestioning behavlor

'Also in Texaé a series of lnstrdctional-systema has

been developed to teach teachaers of elementary achool

%

: process. Thls system also appears to be affective in

1nducing teachera to adopt the pattern of behavlor that -

- . N

4

fopms the center of the lnstructiqnal-system.(SL& AWW*"J”)
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In*a‘simliam line of‘work; the Reglonal laboratory
of Kansas City has developed and tested an instructional
system desianed to teach teachers a mOdel of blology teachlng,
also with promising ‘results from the fleld studles.(AZQﬂ“”J'M)
Parsons conducted ;ather sketchy field tests pf a system
designed to move . teachers in a number of directlons through
a complex Interaction Analysis system and also reports' |

oositlve work although there has been no repllcatlon from

_ 1ndependent sources and the data are sparse (A&%ﬂend:&)

Berater and'Engeiman have deslqned'a teacher trainingll
syskem to teach teachers the model of. early childhood . edu-
cation which they espouse, and they also report consistently
positive results in the training of the teaohers to produce.
that model (F') 'Research for Better Schools, the Reaional
Iaboratory of Philadelphia, has designed a training system '
to teach teachers to carry out the behavioms necessary to
implement the Indlvidually Ppescribed Instruction mOdel'ahd
report\Ebnsiderable effectiveness from what 1s a falrly

-

short and easy to-admlnlster instructlonul system (#F-75)

- 1% 18 worth nbting that most ef this vesearch’is

l product-relatsd and really constitutes product testing

‘rather than basic,resesreh,‘ Up t& this DOlﬂt, 1t seems

et
!
i
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clear that dlirect 1ns€ructlopal methods can change teacher
behavior, that teaching skills ocan be taught, and that
relatively direct, easy-to-administer inmstructional systems

can be used for that purpose. Work done both at the
Universlty o{ Florida and at the University of Massachusetts
as part of the feasibllity studles of the Bureau of Research
Teacher Education Project hag indicated that such instructional
systems can be monitored by managemeﬁt systems, but this .
is hardly surprlslng.(G') Some studies have related the
changes“of behavior by teachers to responses by pupils, but
this work s thus far falrly sparSe and incomplete. Probably,
up to this point, the magnitude of changes in teacher

behavior are not ones which would be 1lkely to bring about
changes in pupil response to the environment. That 1s
particularly true with respeet to training in specifie
behaviors or skills which ﬁa} be employed after that bolnt

by the teachers on a relatively 1nfrequent basis.

VFor example, if-we teach the teachers a sklll such as
modulating thelir questions to 1nduﬁe various levels of
" cognlitive activity on the part of the children, the teacher
may o;rmay not employ that. skidll freqguenily even though we
‘may know that we have trained him to do 1t, and that he has
the capaclty to do 1t at will. On the other hand, wmuch ls

known about the effectiveness of IPI and the Bright or



Engelmen system for the teaching of children, and 1t 1s
now known that we can teach teachers to iaplement those
models of instruction., In other words, to know that Qé
can train teachers to maﬁifest certain skllls 1s useful.
To know that we can do 8o in such a way that we can
{mplement a particular instructional model‘over a long

peplod of time 18 a finding of conslideraply more magnitude.

Teachling Teachers Models of Teaching

At Teachers College, Columbla Univarslty, a series of

studies have been conducted in the last few years bullt on

-bhe vwork developed out of the Bureau of Researdh's Teacher

Educatlon Projeot.(G%O These studles are designed to learn

the extent to which teachers cau be taught to manifest a

considerable variety of teaching strategles. The purpose

42

of this research 1s twofold. One 18 to learn whether teachers

‘can be taught complex models of teaching that they implement

on their own and second, the extent to which teachers can
master a varlety of mbdels of teachling or are limlted to
qnly one or two types of teaching strategies. In research
completed during the past jear, geagher candidates vere |
exposed to a se}}es of instructional systems designed to

ieaoh,teachlng gtrategles requiring very different sets of

teaching skills.
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One of these teeching strategles can be-characteplzed
as "eersonel“.and is deeigned;to induce students .to creative
_mhlnklngﬁbehevlof. The‘seoond can be characterized as
Group Inﬁestigation. Igeit-teacher end students together’
develop eeoperative lnq&lby into problems of slgniftcancgi'
The third model of teachlng is ah inductive model and

. involves data collectlion and d/;lysia. The fourth model

is a behavlor modlflcatlon model derived directly from the
work of B. F. 8k1nner.(77 : o :

_ These four models of teaching were taught to a group - =
of twenty-elght trainees during the fall of 1970. The
ebehaviop of the tralnees when experimenting wlth the gddels

_ wes compared to their normal styles of teachlng ana fB,ghe
.-ﬂormal'stylea of teachihg of_their ceoberatxné teacher, ™

When we eompire the normai’teachiné sﬁyiea'of'the student

teachers to the normal teaching styles of ‘the cooperating

R
,teachers, they are very slmllar with respect ge agount of

question;ng, amount of questionlng requirlng'ﬁiéhe} orderl
of reapoﬁee\by chrldben, émeunt of attenbioﬁ devetéd to'”
procedures, the amount of attention devoted to- lncluding
vstudents 1n the determlnation of procedures. PTheir

;i.patterns of reward-and punishment were very similar'aS'well.

" In experimeﬁting with the several models of ﬁeaching,'

however, theﬂpat:erns'er teaching_manifested,by thefteacner



.candldates vere very diffepeni from both thelr normal styles
and ﬁhé normal styles of their cooperatiné teachers and were
different in the ways predicted according to the apecifi-
catlons of eéch modél of teaching. In the Inductive Model,
for example, they collected data with students, helped the
students to gather data, snalyze data, and theorize about
the resu}ts of ﬁhe analysis,  These last two types of
behavior, helplng spudents analyze data and theorife about
the results of the‘énalysis, wers extremely rare types of
behavior in the normal teaching styles of the teacher

candidates gr thelr cooperating teachers.

31m11ar1y; ﬁhe Behavior Modlfication strategy produced
different teaching patterns from those the teachers normally
manifested. The same was true of the Group Investigation
Model in which the determination of goals and means by
teachers and students working together was in stark contrast
to the hormal behavior of teachers with respect to the

developmént of procedures in the classrooms

f

Perhaps most dramatic, however,*was ﬁhe shift In style
brouéht about by instruction in the Creative Thinking Model.
This model requires teacher questlions and pupil responséé
at the synthesis level--(one of the hizhest levels of the

Bloom'taxonomy). When experimenting with the Creative

by



Thinking Model, teachers' and students' verbal communlications
at the synthesis level comprised over fifteen per cent of
thelr total verbal communicatlions during those eplsodes,
compéred with less than one-tenth of bne per cent 1n

"normal" teaching styles.

1t had_been expected that thé attitudes of the teacher
candidates toward teaching %Ed learning would effeét théir
learning of the varlousvﬁbdela. That 18, 1t was expedtéd
that those students who Were oriented toward child-centered
education would prefer:the Creatlve Thinking Models and the
Group Investigation Models as compared wilth the Behavior
Modiflcation Modela and the inductive ones. Thils dld not
turn out to bquhe case:v The teacher candldates/learned

~ the models lrrespective of value orientation.

This does not mean that in the long run the teacher
might not bfefer_one model to another or that over the .
long run he might not_bé more effective in one model ﬁhaﬁ ’
another. (There wés great varlation in the ablllity of
teachers to learn any one model of teaching.) What it
.means 18 that direct instruction using individuallzed
Anstructional systems were'effectlve in teachling teachers

who differ greatly in values and other characteristics to

radlate a wide varlety of instructional styles.
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The inetructional systems each consisted of six

kﬁ\moéoles or sections: (a) & theory section in which

students . learned about the theory of the-particu1ar‘beaching_

strateﬂy ana were acquainted with research on its effective-
ness - and the types of instructional goals for which 1¢ was
appropriate, (b) a demonetration eection in which a
variety of medla were employed_to demonstrate the model, \
{c) Ma "peer pracﬁice" eactionfiﬁ which the teachers B
practiced by teaching each other, (d) a "guided practice" |
- section in which teachers practiced with children employing\
specially prepared materials, (e) an application eection\

;in which- teachers practiced in relation to content and

'lmaterials they selected themselves, (f) | "decision-making“._

Asection in which the uses and appropriateness of the model

is studied.

These steps are apparently sufficient to prepare” a . e

teacher to carry out & modsel of teaching for relatively

short periods (a few class sesslons at a time).

| If oﬂe wieﬁedithe teacher to‘display ) particular 'n
model of teaching over ) 1ong period of time and to become
effective with its use with children to the point where 1t
would have a. noticeable impact on uheir achievement and

‘affective growth then it hOUld be necessary to provide for

46.



that teacher an“opportunltf-to work in an environment which
wag conduclive with the.use of that model of tegchlng. This
1s dealt with in another éection of this paper when we
discuss at considerable length thé‘rélationship between

the model of the school and the model of the teacher vwhich
1s the goal of the training program. I¢ is.a critical'
issue. At this pointi, we can say‘with some confldence thét
.direct training procedures can be used to bring tegéhers

to specific levels of performance even in relation to
compiéx models of teéchlng.' Héwever, up to thls point,
there has been no convergence of the three factors which
are probably necessary in order to evaluate performance-
based éducation. One 18 the development of a setting 1ﬁ
which the deslred performances can bé mani fested. The
gecond is the development of‘effective instructional systems
to bring about those performances; and ﬁhe third 1s the
convergence of these in a sltuation in which teachers can
geﬁ feedback about and engage in study into the consSQUences

of thelr behaving in sreci fic ways.

Desplte this, the Joyce, Wald, Well, Gullion studles
of 1970-71 indicate, particularlylif they are interpreted
in terms of the other research which hasg been clted here,
that we have within our capability. the production of complex
instructional systems to traln teachers to high levels of

performance and quite a variety of models of teaching. When
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we bring this capacity together with the development of
complex systems of teacher educatlion that are} in turn,
related to the educational settlings in whlchhthe teacher

1g enabled to behave with what 1s consistent with the models
he 1s belng taught, 1t seems a reasonable hypothesis that
there will be change of teacher behavior of a magniltude not
seen here hitherto--one which will be likely to have an
effect on pupll behavior to an extent not yet seen in any

single educational experiment to date.

Curriculum Construction Experience

Outslide of the fleid of téacher education there 1s
now a wide variety of experience in the creation of
performance-based curriculums for children and for adults
in areas which are not d%pectly conneoted»wlth the trailning
of teachers. There 1s g0 mu h.aiverse but fragmentary
experience that 1t can only be sampled here in a umost frugal
manner. It behooves us to mhke the blas of the selection

as clear as possidble, f

'A selection has been made to try to indicate the
naturé of the curricular systems which ﬁave been devéloped
and the types of results which have been obtained through
the use of different types of sygtems; Thusg what 1s rqpqrted

here is of curricular sjstems using different lnstructgonél
’ ¢ s

3
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techniques and_reeearcn 1nto:therefgectxveneee of those

varlou%xtechnlques.

In the eecond cage, an attempt has been made to try
to 1dent1fy the models ‘of teaching that have been proposed

by the_inventors of performance-based lnstructional systems

for chlldren, ' L i ' o ' P

In the third case, an attempt has been made to try

%o 1dent1fy the types of domains to whi performance-

-

based education has been applled. This'\"ovides eome

1dea of the. potential for appllcatlon wythin the teacher

>

training field,

Train!ngﬁSystems R s : o

The training peyohology movement, descrlbed above
' hae resulced In an enormous number of apnlications to a.
'vast varliety of milltary "and 1nduetr1a1 needs.' The pro- -
- cedures used by the tralning psyehologlsts have almost

alwaye resulﬁéd in 1nstructiona1 syateme which are

e;ralghtforward in-naQure. Thap 1s, they consist of
sets of.nehavlorel-objectivee and ﬁraining-tasks which are
presented to the learner to 1nduce him to practice the
.behavlor to be learned.- Successlve tasks move him up a‘
H'ladder of eéllls and 1n suocesslve field tests,'an attempt
-fAls made to merove the etaging of the training tasks 80
‘ ¢

. . - . ' . ) - e




50

that there are reasonable }nc:ements of skill. That 16,
most 6f the tralﬁees can accomplish the jump from one task
to the ﬁext, but the step 1s large enough to minimize
boredom. It 18 peculiar that in the llterature on training
gystems so little attention has been pald ﬁo the develop-
ment of guldellines for'determinlng optimallity of eteps;
That 18, nearly everyons agrees that the steps should be
'small enough to be feasible for the average thalnee but

not so smell as to lnduce boredom. Aﬁ this juncture,

the yleld from the vast literature does mnot con81st‘of
principles that can be followed by the present éeneration' |

of people who are bﬁllding trainirng systemé.(ﬁ) (/¢‘79> (3¢-é/-6?j7

Be that as 1t may, the systems oonéist:of steps of‘
'tgsks wirlch lead the student toward the complete performance
which has been specified in terms of the pehavioral elements
that have been sequenced, and, as indlcated before, each
task 1s accompanied by an evaluatlon’devlcé which can be
~u;;ed to ensure that the'stﬁdent has'accomplléhed the learning

which was specifled for the task.

A varliety of strategiea have been employed in the _
devélog?ent of the tralnlné gystems. For skills, esbecially
psycho-motbr sklllé, there hasg tended'té develop a demon-
stratlon, practice, feédback, redemééstraté, repractice,

’feédbaék-cycle which 1s repeated at varlous stages“of‘
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complexity; For example, in training a person to shoot a

"

machine gun, the trainee might gee a demonstration film,

l then see @ demonstration with an actual weapon, then

o practice, reoeive'feedback on how well he la doing both

in terms of form and accuracy, see further demonstrations,
and eo on until he. has become proficient.\ This cycle ie ‘
very common. It i1s 1ogical and etraightforward, needs not
" be guided by any theory, and 1t is effective for a- great

| many - tasks which are slmple or only moderately complex.
.'For more complex tasks, the strategy finds elemente of the
behavior being tauzht and then gradually builde up into

- the more complex onee /”7 3 s>

Programming wa.s developed to implement operant-
rcondiuioning techniquee into training eyetems. A program'
' consists of a eet of objeotivae and;then a set of exercisee
deeigned to induoe the deslred behavior and begin feedback
: which either the learner gives‘to himself or is glven ‘to

him. Variations on programminq inolude eeveral varietiee

’of branching 80, the persone can skip ahead if they have

' ”'already mastered some of the ekills which are to be taught

. Ne
or: can be recycled inuo further tralunlng if they are not

rprogreseing at an optimal rate. (77 7?)

_Simulation is.often employed to provide for_a training

ground in which the ‘learner can practlce his responses to

]
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certaln tasks and “then find out in a “real world" way

his responses 8o that “he can modify his behavior to
approxlmate the correct ons. In an'automoblle drlviné
'Bimuiator; fof exampie,'one gits in the seat of a reallstic
automobilet It has aﬁsteeriné}Wheel, a shift_lever,

a brake, a ciutch 1f‘1t's a mapualptransmlssion automobiiefA
Various tasks are given to him. Tasks in such a situation
are often presented by film. In the driving simulators,

for example, the f1lm shows a road down which the automobile
proceeds, and various obstacles appear and have to be
avoided by-the tpainee s.manlpulation‘of the wheel. If

~ he does notpavo;d~an obstacle, if he turnsﬁtoo sharply;

. then the consequences of his act ape fed'back to him so
that he can modlf} himself{ Again the tasks are usuallf
ssquenced to lead the student from the simple toward the
complex, For example, pe_would be given practice in
avolding people who are steppiné from curbs, tﬁen practice'
In ‘stopping for a traffic 1light, then practice in doing
both at the same time.{cg'ql) | '

At present, game-type. simulatlons have been developed
in a vast variety of educational areas. There are economlca
: games which are played by computer to teach students the
prlnctples by whicn the economlcs of pations operations,

. by game—type'simulations to teach students about economlc
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. the terminal behaviors are gradually ‘achieved. /2?97fﬁ :

‘geography, ‘the effects of goclal status on human behavior,

- how the economy of a ciuy worka, the principlea by whioh

people behave politically, and_so on. -

There 1s. considerable evidence that 1t is possible to
build a gaﬁe-type.eimulatfon ghat will result in a defioite_
aohieveoent of ebeolfied coﬁpetenoy.: This should not,'of"
coohse,‘be-teken to'oean that all the game-type slmolationst
that one flnds on the market today are effeotlve; there are.
a great many presently available which, in my judgment, efe“
very . poor bets for effectiveneas, but sufficient 1s known

at thie point about the conastruction of. suoh games that 16

is posslble to engineer them./ﬂV"{D

In the late ‘50'8 and thewearly '60's, came the

‘development of +he langudge laboratory and the vast

quantities of programmed 1nstructional materials for the "
public sohools. The experience of these developments seems

to"lndicabe very clearly that ls possible to build direct

lnstructlonal systems “which-are self—admlnlsterlng and whioh

. are constructed 80 &8 tc provide regular feedback along a

gequence of competenoles_to children in such a-wayﬂthat
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The real potentials of efstematio laboratories and
programmed materials hEVe been‘obecuredvsomeWhet by pdblic
_reaction to mef-fearfui vision of the pos'eibility of &
echool environment in which children 8lt day after day
before banke of conaoles presenting them wl th eimple taske
and immediate feedback.' ThiS:is unfortunate because ‘1t

phae caused competenoy—baeed training of children to be
diecuesed in the dilchotomous ways that methode have been
diecuesed in the'past. That is, there has been a tendency
to rejeot any method that doee not seem to be appropriate'
as a single learning mode in every gub ject all day.' The |

_ fact ie that children need expoeure to a variety of learning

//// modee 80 that their environment ls rioh and offera

appropriate training for different kinds of 1ea.rning

-

objectives.

As indicated several times before, IPI is. the
' single most dramatic application of training peyohology
o & major curriculum area in the,pubiic school. hIt hasg
been appiied to reading:and erithmetic, and plane exi st
 for extending 1t to.sooiei,etudiee. The curlous thing
about TPI is 1t has proved’ so easy to disseminatecin the
sense that once echcols are committed to 1%, the teams .

o

from Reeearch for Better Schoole can, within a relatively

54
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shor\t period of time, train the teachers and atdes to

perform the IP1 duties and can have the system operating'

‘smoothly withln a few weeks of when school opena. This
' br1nge about .a radiecal Individualization of 1nstruction
of a type whlch has not before beens accompllshed in anytnlng
.‘like so short a tlme or with. such a relatlvely mod est -

‘ 1ncrease in personnel. The reagon that this is curious‘

_ls that IPI hasg been disseminated ‘in the face of consﬁant B

criticlsm.by educators who dlsllke what they aee as 1ts

*"1mpersonaL ny. It seems that faillng to provide 1ndividua1—
'izatlon through the classroom teacher, they are bound end
"determined to reeist efforts to lndividualize through ’
_-technology. Be that as it may, the dlsseminatlon of IFT -

"haa moved along at a considerable pace, and it presently

exlsts in over & hundred schools largely on the East coast

of the United States. ﬂf‘ #, %7, ,,,g)
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Innovation aﬁd Performance-Based Teacher'Edudation

Performance-baeed'educatiqn willfonly be'ueefui if‘it"
1ﬁcreases the .capzclity to change,the'school.' In'this_papeb
.‘this problem lis dealt.with in terms- of two perSQectives;
‘ﬁha; has éxperience.wlth-1pnevatfon ﬁold us,.and what
should be the model of- the ‘teacher. | B

%

‘In-the-foilbwing.sedtion 1g a.teréibly bffef'overvLew
- of:refOrﬁ moﬁeﬁéhbsrin educatlion. The'theﬁe whieh'ls L
developed tnroughout ‘the materlal 1g’ "what yield of knowledge'
 have we from the 1ast twenty years which squests how teachar;
education should be meshed with otherJgeform eﬁrategles."

&
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‘ whet Has Been Learned Since 19507

k Abatract‘

Reform movements prior. to 1950 wshe directed toward

diSseminaﬁioﬁ efrone ﬁype'of ﬁeechldé'ﬁethbd (child-

centered _democratic~ prooess teaching) whlch was ‘agsumed

to be good for all purposes and was to be used by all

teachers. The teachor was assumed to be the critical.

peraon in the educatlenal bfbcees. o

'  Since 1930 several efforts heve changed our 1ns*gnts

 and our available technology.

1,

Architeeture and:Orgaﬁization.<'A'ﬁovement to

~reform school architecture and organlzation of - -~
| personnel hag left us w&th the - awareness that

'.changlng one ‘agpect of a nohool rarely has effect

but aseveral aspects, changed toaether, can have |
potent. results, and . that the educatlon profeseion

reaists changes and often absorbs thelr 1mpact

wlthout changiﬂg educational output. ;””v

.;Aoademlc Reform. The Academio Reform.movement

‘has developed new app:oaohee to teaching content,

N

. .created stronz materials for ohildren, and hag

‘had - 1ittle general lmpact on the 1ives of chlldren

except 1nfthoee_pleees wheré materlals, teacher-

trainihg, and strong admlnlsgﬁetive leadershlp

-
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have been present. Agaln, the message 1s that a
refcrm effort with several convergent dimenalons
can be effective.

3.. Technology. The Technoliozlcal movement has produced

a varliety of technolozical forms which are effective
for eduéational purpoées but which cannot be
1 1mp1eménted_1n the achools thess accompanied by
changes in staff utilization patterns, sﬁaff~tra1n1ng,
physical plant, and curriculum., Sinaply maklng |
technologles avallable to the'teécher hes not hadlk

much effect on education..

4., Teaghing Strategles. A large number of teaching
atrategles have been developed and tsasted wilth
positive results but lmplementation 18 elusive.
To ilmplement them reguires the confluence of

events indiocated in 1-3, above.

The message 1s clear: /(1) We have a much larger
armwory of strategles'than.evep before. (2) The szhool as
presently orggnized and staffed is highly resistant to all
.féfma of innovation. (3) A confluence of changes has to be
inltlated 1ncluding staffing patierns, teacher tralning,
on-3i te leadership, curriculum, %nd materials of instruction

1f changes are to be brought about and malntained.

e
AN
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1950~1970: What Hage We.Learheq;ébout_EQQQngQQZ'

Have the last ;wenty'yearS‘resqltéd in enough Increased
knowledge‘about education that we .are in a siznificantly
better position to design and tmplement better educational

- forms?

This Ls a't6Ugh“questich and the answer 1s not wholly
clear.. We .will approach 1t ln three stazes: —
~ "By very briefly describlinz the approaches takgn 

by reformers prior'td 1950.

By describing increases in knowledze and skills
between iQSO and 1970. | | |
By trying to ldentify the implications of these

 1ncr¢asés-for étrategles»of-desigﬁf&nd reform.

 Before 1950: _Two Strategles

‘  Up.until 1§50-there;were esséhﬁialiy;;ﬁdvreférm
'stratégLés 1n';ducatlén; each 6f whiéh had‘beéh vigorously
pprsued:dur!ng‘the'tWéntieth century . Oneﬁbf thesg/waghg
movémeﬁt“to expénd edUéat&énal offerings.,'Tﬁe-gﬁher=tfiedu
o to change the general endé'and-ﬁéqns ofjschodléfngge
movemént té expand t?e pééslbilitieé'of educatidn'for,mpre

citlzens doss not Goncern us here. The lncrease of
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vocational scnools, special acadenic hlzh schools, consolidated
schools, and the expansion of prégrams in the seconddry

schools were all attenpts to make 1t possible for nore

children to recelve more types of eduéation than they were
receiving before. The expansion of colleges is the recent

extension of this strateay.

The expansion of éducation concerns us less in the
present context thon does the othep kln@/bf.reform because
it 1@VOIVed not so much <nowing how t?/éducate‘as
deciding whom one ﬁanted tQ educate/énd what he wanted
to teach him. Often the reformerg/ﬁho found ways;of
expanding the educational systemtand its possibllitles had
1ittle or no control over the aualrty of what wagfdone{
There are few people, in fact, who would argue aﬁ all that
the 1ndrease in the humﬁer of students attendlng secohdar7
schools during the first half of the century was in any
way connected thh an improvement in quallty durlhg the

same perioa. If we i gnore quality, howsver, thé Increase

in offerings was 1mpresélve.

The other kind of reform was based on definlte bellefs
about what would lmprove the quality of education, as con-

tragted with expanding 1ts clientele and offerings. The

' essence.of the thrust in the first half of the century was

toward ‘moving education toward a more child-centered stance
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and toward the active preparation for democratlic citizenship.
The proponents of both thé child-centered and democratlic
stances believed that the best education enabled the student
to determine hls own learning goals and phe meanscge would
use to achieve them. They favored lndlrect tsaching
methqu, equallity between teacher and child, and courses

of study which emerwzed as teacher and student interacted
rathey than belng set pleces. At the level of verbal dis—
cuéslon of education, the child—centefed, denocratically~

A oriented movement was triumphant. . . / 
e —//\\

In many teacher-training institutions, democratic
procesgs meﬁhods and chlld-cehtered metnodq'were tauéht
on the verbal level. Textbooks, curriculum guides, and
national meetings were influenced-by them. However, because
the primary method of teacher tralning was apprenticeship
to teachers in the exfstlng‘schoois,and durlng the
appreﬁtlce period most of the effects of the verbal
training were n=zutralized. By the end of tralnldg very
fewvof the new teachers wefe notlceébly more child centered
or democratic ln thelr orlentation toward children than

were thelr predecessors.<€€z}

The thrust of the reform was plaln to see in lts .

1iterature. Curriculum t2xts such as Joha Michaslis'

I
- -

~ ) .
(/ methods books(Eagémphasized democratic-process teaching.

-3
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.
They extolled decocracy and ite'oerfection as the central’

purpose of the schools. The‘philosophy of,the_influential'

ank Street School toward early chlldhood‘education and

‘.organizations such as the Association f6f”Childhood

,Educatlion Inter;;}ional were unswervinqu child centered

and the philoso Yy was reflected clearly in their publi-

f;oatioﬁe;__ )

_‘{; Despite ‘a massive effort, reformers from 1900 to 1950

»apparently'were ‘unable to acnieve lasting reforms 1n actual
school settings unless some of their strongest devoteee
remained there. Summerhill began on child centered _ 1 £
premises and remalnednsuch because Neill remained there (E*??)

Ths Bank Street School hag remained child centered because ‘

1t has sucoessfully paseed down its mantle of leadership :

-.'to sympathetic heirs. Many of the other child centered

schools, despite magsive evidence (especially that from

the eiaht year study(555 that child centered and democratic
$methods were advantageous to the‘child 8 education, changed
,their character, or even disappeared after tneir strongest
eupporters departed for otner places.v The persis ence of:"
: reform: from the child-centered democratic stances had '].‘d'

L)

;:'been very low indeed (Eﬁ—eﬁ) “ .

‘<



The child-centered and demucratlcally oriented reform

f".‘ ”

- thruet depended on changing the behavior of teacher toward
the models of teaching favored by the reformers._ The
movement depended almost entirely on 1nservice education.
School oraanization and technology/were not created or
manipulated by these reformers——;n fact, the leading’
advocates often opposed oraanizatlonal reform and tech@o~

‘ loglcal devlces~—who wanted the classroom teacher to change -
and who ﬁelieved he could and would: change.' There 1s-masslve |
evidence, of course, that he dia not move as they had

hoped (5) ’ o o | .\,_

&

s 1956-1970: New Ideas o

o

From 1950 o 1%?E\t:ere have besn three or four thrusts

in reeearch and 1n reform of education that have changed

our knowledge from what 1t was 1n 1950.

RS ¢

Architectur —Or'ganizatlon (a 3)) :

f:;f o -~ One of these 1e the echool architecture n;vement and
the echool organtzation movement which accompanied 1t very
closely.‘ The prlmary focue of the architecture movement
‘has been to move the concept of - the-slngle, all-powerful
teacher perIormlng a11 rolee 1n the life of the chlld and

\&‘

toward a concept of educatlon in whlch many adults,

[}




.6k

occupyling man;froles, nould?eupport ﬁhevllfe.of'the child;
85 he would.éndeavor to educame himeelf.ln-% vafiety of
ways @Ei;&n other, words, the thrust was .moving from a |
relatively homoaeneouq conception of. teaching as somethinz
that could be done for a qroup of peiple by one. person
(supported by speclalists in areas where he was clearlz
_ unable»to perform) toward.a concep@lon of an education of
many'kinds oreated"by a"number of people in the iife of |
.'the child. (@1f>Thus conceptiona of team teachinz and : ‘E\"
differeneiated staffing accomoanled the 1ntroduetlon of
-schoole which were not bullt 11ke eag crates but wnlch

: rather had the kind of smooth-flowlng, flexlble spaces
that could be adapted to a. wide variety of modes of edu-
ﬁcation and a w;de number of people working togeﬁher é@%h:~()
| Thua the oqganizational reform movement and the archl-

-teetural reform movement grev slmultaneously and largely,.

¢

.togethera
A number of things have been learned from the . T
experlence of those intertwined efforts. In the‘ff}st o
/ .
place, this- reform movement wa g massively~” resisted by ‘the

/

_teachinq profession.' In the echool dlstrict in which the

' -famous Valley Winds School wae opened in ‘the fall of 1964

8 e

e
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It was also learned despite or perhaps even because
of a dearth of formal research that one cannot simply put
a group of .teachers into & new setting and expect education
to change in- +he 1east. Differenuiated staffing provided
extra hands %ut did not seem to provide qualitative chenzes.
Wide aroup instruction turned almost invariably to 1ectures
:_otten with aucio visual aids, and the free floatin° modes
of self-inetruction that‘had besn envisicned:by the
' Dncmuigétorsvof the novenenta ?’ |
:Tne'experience of the reforn*novement_in ercnrﬁecéuretend_
school organization has indl cated ‘very clearly that 1t is mot o

 enough 8lmply to orsanize-teachers into teams, provide them

with aidee and expect any radically different tygc of

teachinz tc teke plece.w it '

. ’
7

There is, however; one kind of{éenenel obse;udticn
that can be made th&t points the .wgy to the’ futu@e. “That
i -in some of these schools where'- (1) organilational

changes ngve been made and (2) new physical plants have
‘neen develoned that rrovide for an”easy4imn1emen§a§idn-of

a different kind of education end (3) at'the“same'ﬁime,l_

“a massive inservice effort hag. been carried on under strong- ‘ '\\

’

“leadershio, the school is very different from the average
!

ona. A good examo]e<of this 18 the Kennedy digh School

S S
a0t ..
'

.‘




a twin sChool also of a snuil design, wae ooened on a

'_traditronal model thet was proudly proclaimed by 1ts -

- 'principal and teacners to be superior to the madness that

[
was goina to go on' in the Valley Winds School (E¥ﬂ9Thus the

: beautiful ‘school building, with its frce flowinz, flexible

classes wasjdivided by means of moydble furnippre into.

egg crates Mithin the smogth snail’sur{aces}' Many

-educators who hagd’ previously ‘been regarded asg proeressives

became suddenly concerned abouﬁ what would be the effect

on- the c¢hild of the presence of more than- one adult in

‘his educational 1ife,‘esoecia11y the young child 7 The

_vmodel of the self-contained olassroom teacher was defended

Hiby the old reformers as the Hew reformers sought to: bring

alternative staffing patterns into the school. The

'correspondina movement toward nongradedness shepherded

into existence especially through the writings and
(€~
speeohes of Robert Andereon and John uoodlad was perverted

into a serles of steps through which all children would
g0, ‘often at the same rate, resulting in«many .cases in

l - IR
“fifty 3rades whereas before there were six in the '

elementary school. It became an excuse for homogeneous o
7practices, highly sequenced instruction and en even more

« regimented schoolnwae ablewuo result,from the banner of

BT

fthedopen'concepth
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It was also learned, despite or perhaps even because

: of a dearth of formal research that one cannot simply put,
. a. group of teachers into a new setting and expect education
o change in the least.; Differentiated staffing provided
| "extra/hands but did not seem - to provide qualitative chanses.i
Wid//sroup instruction turned almost invariably to lectures,
oiten with audio visual aids,'and the free floating modes- -
g of self-fnstruction that had been envisioned by tho

/ promulsators of the movement.

e ) ¢ experience Or—the~refor amovement An- architecture and:

' school organization has indicated very ciearly that it is not'm

. enough simply to orsanizs teachers into teams, provide them

with aides and expeot any radically different tvpe of . t'

_ teaching to‘take place. .. <. - E

‘ There is, however, one kind of general observation
that can be’ made that points the way to the future._ That

is, in some of these schools where° (1) organizational

’

o changes have been made and (2) new physical plants have

. béen develooed that provide for an easy implementation of

I

- a dirferent kind of education and (3) at the same time,-

8. massive inservice effort has been carried on undep strong

leadershio, the scnool is very different from the averaqe

one, A good example of this is_the‘Kennedy Hizh School

Y
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1n Montgomery County, Maryland, where a varied group of
1nnovat1ve people nere fortnnate enough tbtlnhefit a
jfaclllty whlch nrovided not only a good deal of open “space

-,'but eoace where a variety of support systems could be

E:-develooed such as 11brary systems, audio visual syetems o

-

which students could use themselves, and so ou. . The key—a"

note of ‘the Kennedy High ochool ls student partlclpatlon

1n the govarnment of their own affalrs, especi~11y thelr
. academlc affalre, and the leadership hae»succeeded ‘in

ybringing'aneut d‘schoolteiimate which is. notieeénly

-wﬁgngi;;m” different from that of the strong academlc schools of

—

Aequivalent demographic“population 1n the nearby Montgome74

1 County area. 'Thls 1s not to say that the Kennedy School
_;15 necessarlly superior to the othera, but 1t 19 certalnly

| _-very different from them._. l'ﬂ_l' o o R /itl
The Kennedy type ekperlence 1s far more onomlslng

“than slmply employlng teanm teachina or addlna aides ﬁo the

scheol. Worse, some d!strictn have developed an open- -

. | A plant ochool and then introduced the school adminlstratlon

' ﬂ‘fand faculty to 1t without a epecial tratnlnq program.

Nean}ygeveryonevcpncerned has been_disappolntea ang_‘f“
frustrated, , Those pleeeefnnieh.have”comblnea an:artful

*plannlné:of'the_faellity to’;nclndeASUpport_system;ereae,

b AT . . N -~ . t “f’
T 0 Lo ) . ) . : ,
- N o A . - - - .
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'strond 1eadershfo, ‘and 1ntensive 1ns°rv1ce uraininv have:

ln some cases made a notlceably dlfferent atmosphere.'

<

The Academic,Reforﬁ.MOVQment

) .‘Sloce 1§50 also; we hsve geen the rlse and, to some
ektent"the decilﬁe of the school refora novemenb oulltiﬁ
"around the teachinq of the modes of 1nquiry and tne -
?structures of tne academlc dlsclplines (ﬁﬂg Projects have
 deVe10ped curriculum outlinns, msterials for children and.
*training systems for toachers-bu11t=aroundnthe structures '
-;of the sciences, m&themabics, and the socinl sclences and,
'“to a much‘lesser extent Enqlisn and tnenforeian<1anQUa~es.
(wany of ‘thess-rafora projects ﬂere relatlvely well | _‘
'ﬁsupported and had the advantaze of prestige from their‘ - .
e'sponsorlng organlzations representlng seqments of tne;“'t
‘academic communiuy.v Many were also able to conduct lengthy
‘ workshops to’ traln teacners how to usge’ tne1r speciflc
;l» materlals. They were aoLe to follow up these workshops

- 1n the schools to provide support to teachers who were e

f‘trying out the &pproacnes theysnad develooed.

e

The academlc reform movement resulned in the develop-
'“ment of some very lnterestinz approaches to the teacning .
of subject matter.' Ndny of the courses and- many of the'

"-H'teaching str tegies were very lnteresting. A substantial

v
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t

body of uporoache to teachinz has been develooed as part
of - the aeademic r form movement (r ) - The results oi the
entire movement, however,'are<1ess than remarkable. 4 4
ﬁesnite"all;the'oublicity; the'enorm0us qUantittes of“l’
inservice courses and the painstaking production of great

ouantities of instructionel materials (which although they

.

_range coneidcrably in - quality contain amonu them some

really outstanding examples)/there has been really very g

- modest chances in .both the,content and the strctegies used

by teachers in the schools._

/

o As in the case of the school organization movement

'however, the academic reform movement has had a. very

/

isubstantial impact’in those places in which a strong,'

"‘.ffollow throuah inservice efiort has accompanied the

- .oné does not simply develop a new curriculum structure

'introduction of the apppoaches. It seems quite plaln‘thét. -

/

which was adopted at’ the oolicy level, ‘back 1t up with

‘materials for instruction to children, put it in the schools '
‘and get very much of a change unless this 1s accompanied

"by changes in school organization and inservice trainina."

/

'.It does appear that there is quite a difference, however,'

/ .
while there is a concateration of events The changes are

-»seriously eroded by/the passaae of time, however, unless

;o
!

; there is a sustarned follow through over: the years..

/’ :

C . . AT
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The Development of New Teaching Strategles

.Again, 1arge1y slnce the 1950 s,-a 1arge number of

A psychologists and educators have developed an 1nteresting

o range of teacnlng strutegies. Many/of these resulted 1n-

"posltlve flndlngs from reeearch
-a few of the ranLe\hf possibllltles that have been

'developed.

Tab]e One 1nd1cates just
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¢ . _ TABLE ONE |

- o | ‘A LIST OF EDUCATIONAL APPROACHES,
. o . ' GROUPED BY ORLENTATION AND
S | S : DOMAIN OF MISSION ngc 8.b. PJ -
. MISSTIONS

/
o

4)Ref1ect1ve
Thinklng and.;

‘Social Inqu1ry

i
i
¢

Hallfish and

.Smlth M3531alas
uand Cox.

»
YA

>

Social Interaction

o " MAJOR , . FOR WHICH
APPROACH ' THEORIST . ORIENTATION APPLICABLE
- : : “(Person, Social Insr -
teraction, Infor=
matlon—Proce351ng, or -
Behav1or~Mod1f1catlon) o
-1)Non-Directive .~ Carl Rogers Person. DevelopmenL
' ' ' into- "Fully~
e Functlonlng
. Individual (How—
— ever, ‘Broad ap-
_ plicability is
e - suggested, for
- Personal develop-
ment”includes
all aspects of
, growth.)
2)Awareness - - ' . : :
"~ Training = -Shutz, Perls ~ Person Increasing- Per~
S : C -  sonal capacity.
v o . . Much emphasis'on
~interpersonal
Y d ' development:
. R .
- 8)Group o o S 7 o \
' ,Investi‘ation Dewey, .Thelen - Socigl-Interests Social Relatlons

. are permanent

but personal

‘development and

academic rigor

are included.

Imﬁfoﬁement,bf .
/ demdcratic pro— - -

cess is. central,

with more effective -

thinking the

primary route. -



" 5)Inductive
Reasoning

, 6)Logipél"
" Reasoning

B)Creétive
Rea§oniﬁg

. fB)Academic. o

-Modgs,

© Sullivan)

'7)PSYChdanylistic See L. Tyler

Reform Movement

TABLE ONE (CONT.) -

o

EEEN

QQB , Suchmann .-

Informatd.on~

and gthe}s ~ Processing

\
'Extrapolati ns .Infqrmaﬁion~.
from Projegg\ .. Processing

(See Sigel,

and others

Torrance, ‘Person’”
“Gordon ' :

T ’AJ‘ | -
Much of the ' Information-
Curriculum- " Processing

P

(See espec1ally
Schwab and. Bnuncr
for rationals)

72

plied to moral

o

‘Primarily

designed to
teach academic
reasoning, but
used for social
and personal
goals as well.:

 Programs are de-
- signed to in-

crease thnklng,'
but also are ap-
development and -
other arcas’ (See

_ Koblberg)

Personal~emotion—'

.. al development’

is primary and
would take
precedence.

Personal devel-

.bpmént of creati-
'vity in problem—

solvmng“ls prlorlty,

“but creative, prob—
" “lemsolving-in-

social and. aca-

'demlc domains is
‘ 1so empha51zed

“

De31gned to teach
the research sys-

 toém of the dis-
L_ciplines, Qut also .

expected to have

effect in other
‘domains (i.g.,

sociological -

" ‘methods may be
© taught in order to
“increasc social

understanding and

- problem-solving.
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“TABLE ONE (CONT.) /j ,

10)Programmed - Skinner: , Behavior .Z - © General
Instruction o -+, " Modification- - - applicability;
- B - ' " "& Theory | . a domaln - free
' [ ST : _’__ approach.

11)Conceptual D. E, Hunt ' ';gérﬁon'. An approach de-.
-Systems SR - L signed .to in- -
Matching Model ~ - e ] . _ . . crease personal
' ' S - . . . . complexity and
' " flexibility. -
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The range of teachint strategies which- is presently.

available is really formidable. .The difficulty in imple—
vmenting them in’ schools, once again%mhas been one of 4,:
implementation except where a maesiv:%Tnservice ef}ort
- and organizational effort have been brought to. bear around
;a given teaching strategy._ Few of the innovative strategies -
':have come into existence in the real world of very many -
vclassroome witnout a powerful effort.u Where thie has taken
‘Lplace, however, we have been able to see rather substantial
:changes in inetruction.(E'ﬂ None of theee has taken place
' on a wioe enouan scale to show up in achievement scores
'f\:-'7or attitudinal changee in a’ large area but within the 'small”
o areas in which they have been implemented, many of the.

e ] ¢

_research results have been quite positive.P

The development of teaching strategies hae,rof course,

S

- been clouded by ‘the tendency to try to find a teaching
fjstrategy which will serve the eame function as the universal

fsolvent was expected ‘to serve during the days of tne

1

falohemists. In otner words, many people have tried to find o

.8 teachin strate that would olve eve bod 8 oblems | :M ;

i € r 8? s ry Y Pr _/////”””_fﬁ -
: for all time._ The actuality is that various teaching '
'strategies nave been found ‘whilch serve certain kinds of

E3

'useful purpoees and~which~maylnot_serve very many other

4




ST wFor example, 1nduct1ve teachina strategies have often been \ -

purposes than the narrow ones for which they were constructect

presented as i they would result in the general 1mprove-
-ment of tne student s self concept his academic achievement
-and his relationshlps to his peers. _What has been fairly
well demonstrated 1s that 1nduct1ve teaénlnq strateqles can.
very well teach the procese of 1nduction to rather 1araei
pronortions of students, but they are qulte clumsy a. means
for teaching all areas of the curriculum to all student '
l Similarly, person centered teachine strategles apparently

can be effectlve 1n 1mproving tie self concept of students,

but do not necessarily 1mprove overall achievement (EZQ

Operant conditionlng 1s an extremely efflcient
o teaching strategy for specific ends,(t”» ‘but theregis very

littla_researchuon_Lts effect on. the self concept or on

S

creatlvity. By the same token, strategies to 1mprove
creatlve thlnkina have often proved effective for doing e | :
Just that (5 “ﬁ but’ by their very nature they do not very T

'or““*—“~often help the student approach speclflc learnlnq tasks

where he 1s to master skllls or 1earn speclflc concepts.(rbo

: The efforts to develop effectlve teaching strategles '

heve resulted in a really rich variety of available models

-
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- for teaching and curriculum making, but they tend to be -

luseful for specific rather than for general purposes.--

-.Educational~Technology

Also since 1950, a varietg of’ edncational technolo Les

_ have grown up and been applied. to education. Television,'”

‘simulation, programmed instruction, instructional'systeme |
: using tape such -as languave laboratories,,and quite a-

L variety of othrr technoloaies have been oeveloped. ln’

A

-short ~term, epecigigzexperiments, many of : these have been ;7 o

-

2 developed andcshown to be effect ve for achieving specific‘
'_elearning goals. However, many of them have foundered ’
'seriously ‘wHen they ‘have bee1 implemented in schools.,
Partly this has been due to the conditions -0T implementation,n
—w:Guba " excellent study of Impati (in which an aircraft o

p . flying over the midwest broadcast educational ‘television Avmy_

'programs to a variety of schools) illustrates the point (E- 5¢) "
}_Guba studied the usage of the televised programs within

‘the schools and found that on the whole, teachers did nou

X

:i-use them effectively and thst children were massively

'funinfluenced by the programs. Neither group was "well .
' 7

prepared to receive the. products.,'f.‘ A S

Technological chanaes have had much the saqe history

".-as the other types of innovation. When implementation was

.'v- o - o .. . PR

r/ﬁlaccompanied by a thorough-going inservice program Where PR
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-

appropriate support materials were provided and where the -
administration was e011q1y behlind the erfoht, the technol-
'/oéiee have penerally proved to be feasible and some very

promising changes have taken'place}(ffﬁ

The Message from the Medium

Thus, 1t apoeare that while there ‘hasg been no dramatic
/

dlecovery of a single approach to teachlnq which wlll solve.
‘a 1arge propgyﬁion of our educatlonal”p;obiems, the last
twenty years has reeelted yn the'develquent nga 1ot th
very'eound broceduree and technoio”les and orgahlzatlonai '
chanaee any one of which taken alone can have a conslderable
1mpact on the 11T . of the’child provi ed that Lt 15’1mp1e-
mented properly. The real meeqaqe isw however, that the
publlc gchool ae 1t 1s usually organlzed is ,not a fertile
p;ace 1n which to- plant any kind of - educatlonal tnnovatlion.
The custodial teacher role in which/the teacher is responsible
for a11 phaees of lnstruction either in several areas, as |
’in the case of the self- contained c&assroom teacher, or dli “
aspects of one area, as in the case of the. departmentalized'
speclallet, is hlghly rcei tant tofinncvution of any kind.g
In those olaces where maesive, multl—dlmeneional efforts
have been nade , nowever, signii 1cant cnqagee nave taken

i

piace in the 11fe of the students. ;

P
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We have t e armory to'sug7est a vastly different
‘education than we now have. To 1earn whether we are eally .

/

_ahedd of where we were twenty years ago we -will have to
converge forces on educational changes. ‘That awareness: is o
7 .

orohably our - quantum 1eap from uhe past.
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Chapter .Five ‘ T 79

: The Bureau of Research _1.
; ' Models: g

The Application of the "Svstems" Approach °
. { . .

" \

. X i\l . -) ' ! * .
-+ At this time, the bulk of the experience in broad-scale systems
. . B ¢ A .

planning ofiperformanceehased teacher education lies in the products of
the bureau of research, teacher education program.

[ »
. - '

Tﬁe-following descriptions of these projects is 1argeiy taken from 3
Chapters fwo, Three,; and Four of "Imglehenting Systems Models for Teacher '

'Education: Strategies for Ircreasing Feasibility." (Teachers'College:
- B - A
.1971) Final ﬁeport of,Prdiect No. 00774 U,.S. Department of Health Edu-

cation, .and Welfare, Office of Education, Bureau of Research

The material describes the aSSumptions'made by the'systems planners,

3

the tynes of performance models of the teacher which were’ "developed, and

v .

the characteristics of th- program strategies which were developed It
0

v attempts tq identify the -types of tasks necessary ‘to make feasible the

-

implementations of the Bureau of Research Models developed by’ teams

-~ working at:

VA

Florida State University .
. University of Georgia : : v
University of Massachusetts '
Michigan,State University
Northwest Regional Educational Laboratory’
' . University of" Pittsburyh
Syracuse University
Teachers College, Columbia University
- ~ The University of Toledo.
The Universitv of Hisconsin.

aReference'sein' this;chapter all relate:to Bibliography

"G"iﬁhich‘contains the;reoorts-of"the‘Bureau of Research projects.
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] The Assumptive World of Svs tems Planuing®
. .7 - 4in Teacher Education

The ,set’ of common abpects of the progran‘hodels refdeet an assump-
tive,wordd- wlich 1s made up of three parts: (1) a comaltmentto the
applicatlon of systematic, future related nlannino proceduces toc
education, (2) a ‘commitment to oring educutional training to bear

‘. - directly on the revision of public educatlon, and (3), (even more).
of an awareness of the p0551b111t1cs of coutemporar v managemant
teciinology.  An individualized, let alone a personallzed uxogran .can-
not really be conceived of for a; large student body w1tnout the capacity
to obtain and store vast amOuan of information abou? students and to -
maintain and deliver a.wide variety of alternative 1nstruct10nal ‘
experiences -as approPrlate. o - *
.
lhus, althouon cducators haVE talked -about anlVldUullZEd
. curricula- for decades they have noi lived in a technologlcal
.  world wihich would enable a really thorough form of it. -Nearly all
_ successful forms of individualized instruction have depended on
‘s . - a very favoraple instruttor-student ratio ané even then the instruc-
_ tors have to be highly competent and commltted to inleldua&;;ation
. and perbonallzatlon. T .- e '

. . Quality control has been: 51n1larly limited. Althougn currlculun‘
. theory has postulated for many years that there should be direct
linkages between behaviorally-stated objectives, lnstructional
.‘alternatives, and evaluation processes, the actualization of this
paradigm has not.really been possLble. For example, evén. a. -committed
instructor teaching a course to ‘twenty studénts simply cannot
manufacture-enough tests by h1nself to track progress adequately and
- adjust instruction. to. the varying rates of progress of his students.

- - . /.
. / @

With the advent'of technblogies for developin large and comwlex
1nfornatlon—storape-and—retrieval systems .there arrived also the -
-capacity to develop management systems which could %pordinate student
characteristics and achievement with.irstrictional alternatives
and maintain reasonable levels of: quality control. Very few educators
. have as yet become familiar- with thest technologies, partly because
', they-are new and not yet‘dlsocmlnated throughout the education . ’

community and partly because many cducators equate managenent system$
with. ”dchumanlzation," and have reacted anversely. ’ /) @ A
e A S
- K ' It is safe to say that all the program model teams are/coﬂfortable
' _ with the idea of management systens and Delleve that when/WL learn.
,.how to use them we can make education much more flexible aqd human..

,7
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Tiws,. thev live in az,ns<umpt1vc world in whdch Onc looks for wavs of
develeping “support systems,' Ychoice woin;s " and "fecedback systems',”

Lo and they develop »Ldihlhg Ln "simulavors'" with "recycling to a more’ .
awprOprAnLv aLchpatlvc and “increasing complexity of instructional
. N
“s tasis. In OLHLY vords, tiley attempt a masslve task analysis of the

problem of prcvar1n5 a teacher, confident that a task analvsis can be
made and tnat/managencat systems can be created to implement the results.
o They rccogn;z; that enormous quantities of jargon.will be needed .
S ~.to symbolizc the concepts 6f objectives, modular curriculaf‘altcrnatives;
o cvaluatlod and support svstcﬂ necessary to such an cfrort“ They believe,
' ll.Lnat qus; qnoloov will eventuallv not only permit instruction to ,
' . be tailorec to individuals but also will enable theé studcnt himself to .. .
any instructional goal° and means. W
// . Q‘ : . ' R .
C ldencc the 'modcl CGVLloera' live iﬂ an assumptive world comprised .
. g oﬁ/ﬂanagcmcnt systems theory, a concern with efficiency and systematic
) tra nlng (the.world of cybcrnctlc psychology, actuaily), and the belief
,tnat “the results of applying these to tea cher edu;a;ion will be a more
/personal environment for the studeint, a more foCCthC teacher~-. !
product, and a unlver51ty in which desirable innovation can be made ' {

(cycled into the system) rnnuch more easily than is truc of the present
organlzaglon. - : : . '

//

;
.

: \ I s N o ’
. oL Conmn g'wbrking.ubpocheses: -

S

‘the tnam “worhpd 1ndenenucntly and conpletgd tnelr reports u1t )
. - .a very short'Shan of time. Howcver, in addition tq their dse of N A
e . systematic planning ; rocedurcs, tile ten teams oweratud on certain’ 1mplxc1t )
. " but common worxing _hywotheses about teackers and training pronrdws, ; ‘ :
_ although - they dlffered considerably in the ways thev apnlled thes ,
. o assunptlons to teacher-education propram development. These coimon . -
« . nypotnes¢s are manifested through the program reports and represent
Y KON basic but- tentative assumptions which 1nplic1tly formgd either a common
-« frame of re eference- -about -teacuing- and training or the-basis on which " =77~ "¢ _
) “decisions could be nace conCUrrcntly Wluh thc testing of tne as suzvtlons . .
) tnenselves.

- . i . ee R

e 1. ' All of the teams viewed the teachcr as a cllnlcian in much the
L ' ' sense that physiclans are cllnlcians.. The teaczher was seen as’
, : - the possessor of strategies for making instructional decisions,
' ' and as the possessor of the needed repe1t01re of knowledge and
clinical skills for carrying out hig decision. It was agsumed
that dec151on—ra“ing competence ‘and interactive teachinz . compe
R '~.7~u : ' .tence could be defined with: precision and both played prowinent
‘roles in the performancc moaels. (See: Michi”an Statc, ConField,
.~ Florida State for exarples ) | S - - s

‘ \ ' 2. Tehchc&é vere generally. though of as membérs of cli;ZEai teamns, . . h
. and frequently as specialists;bﬁ'those teams. Several of the '

i ~models pfcvided "career ladders'.witn places for’ many kinds of

IR specialists in a career hierarchy. This’ should not be inte;wreted

¢ to mean that " team teaching,! as presently practiced, was seen

o L, i as a panacea for the -1lls of education. Rather, it rcflects Lo

PArui o povidedoy exic
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~—— Wisconsin,’ Massachusetts fotr descriptions of . teans of
- specilalists.)- o . S

3.

4.

5.

o

the bclicf that COlan"udl rclaLionohips are necessary so
that ‘teachers check one another's opinlons, exzanine: one

another's teaching, coach one another, and specialize .in
order to dncrease. competence. 1 -(Sce: Ccorgia,_Tolcdo, j\

A~ ~a'-.".'¢”

All of thcm assumed that it is possible to define ‘the nccded
competenc1es of the teacher in tcérms-of' specific’ behaviors

N
S

~-and- to match -those behaviors with specificlearning c/pcr-*f!'”' AR

iences, especially short instructional modules calculated -
to achieve. those obgectives. Furthermore, it was assumed °
that. large sets of instructional modules could be conbined

" into curricular systems which could be entered at many
. points in the teachet-training procéss and could be pre-’
-'scribed to match ‘the personal characteiistics of the stu—'

dents-who were preparing to be teachers. It was assumed
that objectives and the specifications ‘of modules could be
stored in ‘automated data banks so that they could be re-
trieved on the basis of diagrioses shared in or even made

\

.by the teacher trainee himself.? PR o

It was assﬁmed-that.ﬁanageﬁentiand control systems .could
be developed.to monitor such teacher-training programs and’
to provide them with flexibility, especially adaptability
_to the student.: In several cases, the models included

, the specifications for computerized -systems- for managing

programs including severdl thousand behavioral. objectives- .
matched with an equally large number of instructional i
fiodules. (See: Florida Syracuse, “omFleld for succinct
descriptlons ) . _ PR :

411 of \the zedels assime that aav-teachar who coald take
major respoasibi l*ty in a classrooz would. naed -a long
period of training and that a consortium of colleges and
‘school districts was necessgry,to provide. the-conditions
for academic, training,. pre—gervice- ‘training,. 1nterﬂsh1p
“or practice teaching, and ontinulng in-service education.

iThey also assume. that an ducational team will contain
personnel of more limited .functions whose training could be

relatively brief ‘o

- lThe conceution of the tEachcr articulated by Robert achac‘er in
The School as a- Conter of Inqpigz_(hew York. Harpcr, 1967)

2The Yichigan State Mbdel, for exa mple, contained more than 2700
~behavioral obgectlves matched with 1nstructional modules, all.

. organized-.within "an automated ‘retrieval system. Toledo selected

over ~1400 objectives from a list of over 2100 B

¢

T B . T . PR -~ T
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‘ALl of the tdams made a heavy use of simuldtion laboratories—- :
-situations which are somewhat less: complex than the "real . S

wcrld of the teacher' in 6rder .to teach clinical’ skilis.
The "real world of the clasuroom is considered entirely

_too chaotic to £unctlon as a settlng for learning complex

tcaching skills. 'The simulation- laboratory, by ullelfylP" .
the training situation, permifs teaching skills to be
acquired sequentlally until the teacher has a range and

depth of competency to cope’ with and learn in the COm?LEAlty
of the school situztion. The models tend to prescribe a
sequencc of activities which proceed from an iden tlflcatlod

of a ¢iinical skill, its- practlce under simulated condltloﬁs 

vor with umall groups of students, and then its practicde”

in a field situation. This kind of pattérn, replete with
systematic feedback and assessment, occurred again and .again

"in all ten of the models.‘ (Scze: ComFlcld whose chn °

&

contcr" abouh the use of teachlng laboraeorles )

All of the teams hoped to ale available to the teacnor ’ T
knowledge from the behaviordl sciences which he could use

to make and carry out .educstional:c decisions. They saw the

teacher as an. applled scientist in a basic sense cf the o _ \
werd, using. behavioristic techniques to plan for students

and to select appropriate experiences for. them. At the

same time they were acu;ely conscious of the limits of

our knowledhe beth gbout teach’ng and about preparation

of teachers.  Hence most of the models included a large

- variety of strategies for preparing the teacher.and all -of

them were designed to equip him with a large repertoire of

_teaching strategies from which le could select for use with

his -students, as well as with techniques he could-use to~

”study the effects of his teachlng '(See:. Teachers -College

for~ exp11c1t p051t10ns in this area,)

h : VLTI L e

‘Last, it wds assuned that a model shoul& contain prov*513ns

for revision and redeveloament as a fundamental' feature--not A"
as a subs;dlary_element or axtergrowth. Replanning and ‘
reimplementation are assumed to’ beé basic, as basiz as

.~ training components .hemselves. Also, all of these models
. were’ created within a.very short perlod of tlme, and Lach of

- the teams was acutely conscious of the need to build a

structure that could be revised ‘and. further.developed. Lun~
sequently, vdrious aspects of .each model are‘better deve_oped
than other aspects.” In some cases, the behav1ora¢ oowect;ves
are elaborately specified, but much work remains to be done

-in the development of instruction Systems to achieve those

objectives, although the basic Strategies are laid, out”'/In\;f“

“other cases, a great deal of attention was paid to the de—

_‘velopment of management systens al;hounn much remains to
‘be done.to build" satisfactory behavioral objectives and .

instructional modules to complement the well—develooed
management .systems., - -

. . -
¢ " . .
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_“The Nature of the Perfofmance Models “"uMM<‘“¥;“NA:;_MQMHWWU;ﬁ“”J_;

A performance model - is an 1ntegrated set of behaviors which .
are coherently related to each-other. This system of behaviors
constitutes the product which the educational program is des1g1ed

to-achieve. When the desired ena—product of ‘a program has. been.

described as a functionlng system of perfo;ma1ce-1n this case, a
. worklng model of a_teacherxthen it.is possible to begln the sub-
iﬁscantive development of the| means of the program. - <

v'-Tnere'are gqeat dirfi ultles to the developmcne of. a "system"
description*of'a"bomblex £ netionary 1ikeée a teacher: We can under—
‘line these difficulties by ‘identifying the conventional ways of
developlng conceptions of compleA jobs and the obstacles.;o 2pply-.
. ing these to the description of the teacher. There are four -general ’
S+ . 7. ways of developlnv performance or working models of comp}ex function-
' aries. One of these 'is by the ‘empirical study of a functionary. To
‘develop a model of a salesman (for example) , we might study the most
. successful ‘salesman’ (salesmen) of ‘a given prodqct (the one whose dol’ar

. . A - . . -




/
/ .
“sales were the nanLSt) ad determine %10 {their) ocnav rs. A seccnd
mLthOh‘*o to cbtain-a.cousensus by members of a ficld about the-char-
acteristic or qpcgnal Lehavior of functicnaries within the field.
Again, using the case of a salkesman, one might ask OU-uLunuld sales-
©omen what behaviors. were reap onsible for their.suceess, or ask region-
‘al sales supervisors wnat-makes the best -salesmen so effective. A
- chird is to derive the-model from the applicztion of a tihcory, either
b -an eémpiricaily-verified theory, or a deductive construction. -Again,

' with respect to salusmaqshlp; one might study social.psychological
Lheorlﬂv‘aoout thic kinds of factors.which brlng about salés with the
_OUch of tIanlhpﬂNa]LbNLH to bring about: thosw condaLJonu._,Select—
ing & theory, one would deduce the properties of-the salésman from,

sdit. tence we would have (do have) theories of salesmanship based on
‘rdpport building activity (wakc fricads with the cllcnt), on behavior-
rmodification (shape the client!), on. status-linked behavior (make the
‘elient feel he will lose face if he doesn't buy) and so on. .The fourth

T method is to wmake a comprehensive analysis of all the procLssas engagdd’

225
in by the runemlonary . Such an analysis.driaws on theories, comnsensus,
‘and ‘the application of cupirical studies where appropriate. -To devel-
op a model of an airline stewardess, for example, we might analyze: -

the aircraft and the equipment, work out ‘a description of services i

> which might be offered curing flight, check customer and supervisor
opinion, and build, from those data, a s*mulacor in which we .could
try altcznaulvc patterns or behav1o~ urtil a sat*sractory combLnatlon
emerged o : :

P - - . o G . . .

‘Ultimately, the application of systems procedures to the develop-
ment of a training program requires the fourth course of actiom. We
are-not ready for this course.as yet. ‘There are relatively few compre-
‘hensive empirical studies as yet of what teachers do and there is ‘still
little knowledger about’ the kinds of procedures which are followed by
the most able.teachers. {In fact, how to 1dent1fy effective teachers
is a questlon which hass by no means. been resolved!) There.is, in fact
.considerable controversy. about what criteria of performance to use..
Complicating ‘the situation is the position.taken-by-wmany- educational -
‘leaders, such 3s Arthur Combsl, that the most effective teachers are

)

" those who are most- fully themsclves and have acvelopec a style which ~°

Lactudlizes their’ personallty. ‘This position’ almost denies.that there
.~ ‘could be agreement on the performance -of z capable teacher, for they
fo wou;d be unique artlats,,actuallzlng themselves and rac111tat1nn‘gne
- actualiz atlon of their students through unique interaction. Also,
‘there isynot yet a sufficient. theoreglcai bzse, particularly- one -
SV grounae “in emp;r c1sn to jermit a full aescrlption of the effica-
| "~ cious teachey, in’ terus of a theoretical modeél about the conditions
ca whi;h produce’ learning, Yet, there are sound theoretical posltlons-
1 abcut learning: and training, and many of them are empirically#grounded.
" " The work in this -area 51mply is nbt comolete, but there is’ much to
Du1ld Qp.
ha -of tne teams of nodel b%llders had to reconcxle anmcelves~
. to-our present state of knowledge and the lack of ag reemgﬁt on con-

N " . . -

f1Combs,,Arthu§5vThe Professional Education’ of Teachers: A’ nerceotual
"View of Teacher Prepatation, qutﬂ%;' Allyn and Bacoﬁ,_ 1965.

Aruitoxt provided by Eic:
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e copLions of the CffCCthL teacher. All worked under the serious
.Jimications of ° tlnc, or thcy probably would have engaged in major
studies to creatg more comprchensive analyses of the teacher
‘fvnction Yet, considering the time- limitation, the analyscs -
actually cngagcd in are. rcmarkably ‘complete and.stxikingly. sinilar,
although the raage 1Is instructlve. In their work, we can scc
_variatiors on each of the four common ways of dcvcloping pcrfor-
mance models.

Each team of mo el—bullders made -a set of thoices which nar—
rowed the ground- he. 1ad to search\as ‘he tried to develop a perfor-’
-mance model.  The- apf roaches whlch fEculted are interesting in their
diversity, but also in their common belief that it would be pocssible
to develop benav1or1 tic perforhance models of teaching. ... 5. '~
S e . T Yhey all shared the beller that a complex

profcs51onal runctlonary would have to be a decision-maker ard a .
clinician,' in the same sense thdt a physician is both of these : .
things. (He decides and he executes.) They &ll envisioned a

verson of far greater‘respon51b111tv and . cavacity than is ordin-~

arily the case in the teachears of todav's.schools. They conse- )
quently envisioned not only'a *eachcr who 1s diffevent from today's -
average classrocm teacher, but a school organlzatlon wnich is con-
231derab1v different. . This projected change requires that school

districZs make operational changes in order to make a‘setting for
implewenting the programs and making ef ffective use of their graduates.

The models tended to assume career hlerarchles, ranging ‘from the
.~ ‘more 31mple to the more complex functlons within team structures,
'f‘ - which also assume changes pn the school _ } ) —

B T , .
. : Cr1ter1a for Effectlve Perrormance Contﬂptlons- o
of the Teacher S Lo o

i A k . . . . BN . . .

To function effectlvely as’ the goal of a program, the perror-
‘mance conceptions need to be ‘behavioral and unlfled and to represent
a working model of the teacher. . Behav1ora11ty is essent“al in the
-construction of a systematlc program. A general behav1oral speémrl-
. cation provides: program direction and permits a task analysis into " v
. - behayioral: :elements (speciflc behav1oral obJectlves/. This encolea. R
tralnlng procedures to be matched. to behavloral elements in a mooular, foe
managed plan. o ,/ T S : T
Unlty refers to the 1nternal consistency of the performance ”f_q
conceptlon and the "fit" of its major conponcnts to one another. - ' _
_Unlty provides distlnctlve dlrectlon to a program and cons1stency T

¥

anong its parts-—tnua it 1ncrea es the Dower of a program by prov1d1ng

5 " to faculty and studcnts.\l_ —

The ' modelness of *he perrormance conceptlon—-tne adeouacy of .
. its repreventatlon of a runctlcning teacher provides. for the 1nte—
gratlon of specific competencivs as they are’ developed in the

EMC . .‘ . . . ,-". . = - ) ,‘ '.."- E ) - - . v. .-,_.,

2 . S . . s . : . . : N M
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program so that they work together.’When.one considers the complexity
~of the programs to prepares teachers thch result from uythMdLiC
piasning-~-alnost 3,000 modules in some cases--it is no mean {cat to

_ﬁ_x

ensure that sucl a myriad of behavigrs beconme related, in the trafnees -

so.that he éanoperate effectively.! One of the considerable.poten-

tials of systématic behqvioriSm in.brogram planning is"in-this_arca-~"
the creation of a‘progtamfwhosc-tra&nﬂhg'preduets'(achieved behdvioral

ObjCCLiVLS) become related intd‘a'f ¥1-l1ife teacher who replicates
‘the. idealized. conccption of the teJcher._ One'of the great difficul=

" ties of the traditional training. ﬁ%ogram has ‘been the lack of such a’
performa.ce model and the unrela*cdncss of ‘program elcments or their °

‘lack of coordination’ (learnlng psychology at a time Jfar removed from

its application, -for example) Unless the systems planner develéps a

clear, comprehensive conception off the performing teacher, Lhe advan—
tages of systematlc p;annlng will inot be realized.

This conccpt;on has philosop11cal as well as pract1Cdl 1mpli—
cations, for. the kind of teacher who.results should reflect a. phlxo-
sophically acceptable view of edu@atioﬁ.‘ A teacher is a creator oL -
environments for: enilored——he cr2ates a- large part.of. the world of
childhood. ' This is of such impo%Lance that we must be able to
accept the phllosonn*cal uvacrplnrlngs of the mocel ‘of .the teacner as
well as the practicallty or workabllity of the ode*

'These three criteria:: behav1ora11ty, unlty, and mode1ness

" will be applied as we discuss t'e conceptlons of the teacher that. were

developed - _ S Do .

The'Bittsbufgh'Approach

i ' * An ‘Individuvalizer of Instruction-

The Pittsburgh tean éelected {he'individualiZECion of ‘instruc~
tion as the focus of teacher training. They decided to build their

. performance mooel around a co ceptuallzatlon of ‘a teacher who could

Q

ERIC

Aruitoxt provided by Eic:

- individualize 1nstruetlon and {who *would work in: schools organized

to tailor 1nstructlon to individual students. They descrlbe 1ndiv1—.
~dualized 1nstructlon ‘as' follows: :

NG . N A N

'Individualized Inatruct*on. ‘THe: central theme in the - -
. elementary 1nstrucUional programs. for which the new model
will train teachers in individualization. Thlb term: co-
-vers any arrangements ‘and procedures. that: are. employed
to cnsure that each pupil’ ‘achieves_the learning .goals '
desigﬂatec for him.. The definition of 1nd1v1duallza—
_tion used in this model is as follows--'Indlvzdu alized
, instruction consists of Dlannﬂda ‘and corducting, with each.
" ‘pupil, programs of study and day-to-day lessons that are
tailor-mede to suit his ilearning rcoulrenents and his i
" Characteristics as a lecarnmer. This definition focuses on . ol
instructional planning with and for each individy.! student- g

° . . o " ' ) - U
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before. tcaching hlm, thcn teaching him according

to the plan.l. > iy
Six fcatutesiof individualized instruction programs were.

- identified and the Pittsburgh program is designed to teach the future

teacher how to bring about instructlor that -has thosc ChuraCLCriothS.

¥

. S A 'InStruc;idn is organiced in terns of pro- o
a ' grdmmed curricular units rather than courses, '
“with the units in each curricular area arranged

in a specified sequence.

A

2. On the basis of achievement,pretests and the
_ -.diagnosis of learner characteristics, lessons -
- e . are ‘tailor-made with each pupil rather than being
o planned for 4.group. : :

. o 3. Several modes of 1nd1v1dualization are eleoyec,"
oo m'singly ox'in comoination, in suiting instruction
‘to the 1ndiy1dual pupil: wvarying learning goals'
. . ;from pupil to pupil, varying learning.materials '
e . » and equipment, varyinn'thc Jlearning setting (in-
o f " - dependent stucy, pupil team; tucoring by the .
' teacher, srall group working without the teacher,
© small group.with the teacher, large group) varying
- ) ' 1nstructional techniques, assmgning dilrerent
v -+ students to different teachers, and varying the
L LT rate of advancement through the curricu;um.'
4. Each pupil is ekpected to. master a leanhi tagk
' before proceeding to the next ‘task; mastery is =
o 'determined with use ofa unitpost—test.' The
L ' 'criterlon score for:mastery is emuirically de~
o ‘termined gﬂ relat101 .to. performance on 'subse=
' -quent tasks. '

"

B

5.. Teachers offer pupiis help chlefly on an. ind1v1-
 dual basis, and are always available for consul-
tation. o 1 L;.. S - L
.6;5 The pupil conducts most of his learning 1nde— v
"'_,pendently of the‘teacher, employlng self- direction.?
_ Whether the Pittsburgh team considered conceptions or/the ‘teacher
. other” than an individualizer of instruction is ndt clear froa their
g’documents nor do'they ehplain alternatlve conceptions OL 1nd1v1dualizea

Y

d B . o - .
7 : . El

':lUniversity of Pittsburgh, A Model of Téacher Training for th ci ndivi i~
. ". ualization of iu,truction (OE- 58017) Washington, D.C.: U.S. Office . -
. of Education, 1968 p. 3. o » : ' '

El . i

2University of Pittsburgh Ibld‘, PP 4 S.g

. .\f : . | . o '”;,_ Coen T .3?."' Lo 1‘,

Aruitoxt provided by Eic: ¢
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instruction or criteria for sclecting'the ome they did.

. %égt' Hochcr, hav1n~ choscnflthcy pIOCccded to makc a task ~analysis
- “oofrthe vrocess: of in G]VldUJLL&LPQ The task elements . that result fit .
‘ ‘togefher logically and are almost certalnly workable, ‘given certain ’
_WOrKan conditlon . o : . . :

L (It is worth noting thut the Pittsour"h dcslgn for teacher
v “training utilized the same -features that.they wish the teacher to em—
© ploy in-individualizing instruction. In. other words, the same spe--
cifications are used for the tcacher performance model as f~r the
teacher education system model, except for the obv1ous adju’a«ents
for clié1t olfferences )

. . . - . - CoX
< . - . ‘To make an operational description, in terms of ‘the specific
behavioral objectives for thé program, the description of individualized
instruction uas‘expa“ded ‘and made more specific, although the Pitts-
‘burgh Model is in general not nearlyﬁcomplete -and- much work wzlr be
done bcfore we can assess it :

N B

"The Pittsburgh conceptron of the teacher assumes a'particllar.
- type of school with’ spec1 1 Support systems; it makes no attempt to
train. a- caacner of ci asses-~-the Pittsburgh ‘teacher is a teacner of o ‘ .
individuals. - The. teacher. is thus seen as a system within a system,
which increases tlie 1ikelihood, tnaL their worklng "model W1ll turn
_out to.be feasible: - : S - :
At the.same time, the Pittsburgh conception'would not fit-any - .
school situation. " To take maximum advantage of the competency of } o
their. teacner, one has to create -a’ school in wnlch teachers are de- ,
ployed in an organlzatlon ‘which fac111tates individualized work and are
backed up by 'support systéms whlch include banks- of 1nd1v1duarlzed L
;selr 1nstructronal materlals {zuch as IPI) ' ?_' IR o

TbL SPECl;lcathnS of “the Plttsburgh teacher apd prbgram dres
frsuff1c1ently incomplete tha:t it is difficult.to evaluate The model /

. ~ ‘completely. However, the competenc1es appcar to. be: behaylolally .
y  stated conslstently and clearly. The fairly narrow and dﬂstinctive'= T —

R description of the teacher as an.individualizer lends itself to a

relatively unified. conceptlon There may be a message in this, for

. the Plttsbur gh perrormance model has a unity not achieved by any of-
o " . the more eclectic approaches (and perhaps not achlevable by any .. o~ .
_ broader aporoach) - . e _— b A

bAs to. the e\tent to wnich the conception appears to be a
working model. of ‘the teacher, the Pittsburgh task analysis. (which
- iis made clear. in ‘sevéral illiustrations (pp- 105-107) is straight-
 forward and' very tight—-with .the: relatrvely narfow and distinctive
conccptlon of- the teachcr, this - can bc organgmed very clearly

'0. . . AR B . L S A . I . o

A untoxt provided by exic I8
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‘ However, what WLIl happen as the CORCCyLiOﬂ is (xpanded to
' ma ke a full program is not clcar. Is~the teacher to be prepared |
@ to define and facilitate.objectives in 211 areas for ail learncrs?
Unless some clear limitations -arc made the specifications ceven for
an 1ndiv1duali7er can approach those for a Renaissance Man. If a \
R teacher ic a definer and facx‘ltator of any learning goal, ther he T

is probably being derlncd s a.system -analyst backed up by a
fully-developed system." Pittsournh seems; as do many of the models
to: shade in the- direction of a model which way be beyond the ca~ .
~'pabilities-of the human, requiring- inform tion~processing and res—
- \;' ponse capability more approprlate to a large- organization. ~As ‘we ’

' \\'ehall see, several of the other programs also shade in this dircctlon.' N

Pty

) Vemeg C . : . Lo Te
L el : i} ’

‘The ConFieid Approach:
" - A Teacher Who Can. Produce Learning

Lhe performance ‘model developed by the ‘team reprcsentrng the”
consortlum gathered together by the’ Northweést Regional Education '
_ . Laboratory describes the teachey in terms of instructional and non-~
.. -+« ins tructlonal competerncies. , We shall give attention ounly to the in-
{ % - :structiomnal aspect. The- descr1cc1on of 1nstructlonal competency
: o beglns wvith a description of the teacher as a ''person who can g'
- bring about learning: in children.” Or stated differently, who can
brlng about appropriate changes in pupll behav,.or.”-L " : -

[ . N . -

) In order to make thls spec1f1c, the ComFleld team 1tted
:themselves to develop a descriptive taxonomy.of the klnds of learn~f
" ing that are desirable ‘for elementary srhool- children -and: deternlne.

_the klnds of teaching whlch would be llaely -to achleve those . ob~ :

. stabllsned the prime object1 i af a teacher o L
o _;;.educatlon program; the.next step is to determine how I
S0 7 <this. obJectlse\ls to be brought ‘about. .. In terms of a S AT
\ systematic anarysis, thlS requires four 1nterrelatea o
.steps: // . ‘ K
'.r; . o 1.‘ﬁspec1ficat10n OL\\\e pupil outComes de51rea"
o L 2. -specificatlon of the comditions by Whlch each
_ L .. outcome can-be realfzed.\; o e
= 7 7 :.-3, - spegification of.the conpetenc1es needed by
- ' . _ teachers to. provide the tonditions thgt are .
: ’ needed for ¢he reallzatlon\of edch outcome:. and
4. speclrlcatlon of the conditions by which the
" needed téacher ‘competencies can be realized.

S g

/.',- “ . LT . ; ] . . . -
o lVorthwesc Re01onal Educatlonal Iabora*ory A Co* Deteong v ?asec,--i

-'Field Centered -Systems Aporodch to Eiementa ry-Education, | (On 5°070)
_,kashington ;D C., U S Offlce of ‘Edu atlon, 1968 ‘ AR
v " oL
b S
ry, Ib d,,gp._?. ‘

% N S 2“Iorthwest Regional Educatlonal Laborat
| = i ‘n"pj',' o ._;:. j“\
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: - In order to make a full ‘development of such a statcement of per-
: Fierd team necced to go through four stens. The
defined the performance model, or the goals of teacheor

A

aducation, and the fourth hQVLlOWLL the teacher education-progran
itself\ {? ; . : - f
. # l »

Figure 3.1. Steps in Developing a Propran: ComFicldl

STEP 1 « N\ STEP 2 . STEP 3 - STEP 4

Pupil out~ Condditions that Competenglus Conditicns that bring

comes that Briné\about the needed by about the competencies

are desired. pupil outcomes . teachers to teachers need to PTo~

’ "that are desired. nrovide the vide the conditions P
onditions that bring about the
that bring " pupil ocutcomes that are
about the ~ desired.

" - pupil out- . :

comes that ’
are desired.

The goals-of The instruc-— The geals of ' Thu'teacncr edbcat101

i education. - ~tional pro- . teacher edu- program.
S c _gram within - cation.
the schools. -

o

Put another way, it was necessary -for the ComField team to develop:
a taxounouv of pupil outcomes, to make postulates about the kinds of environ-
. mental coaditions that would be likely to bring-about.those outcomes, to
Lo " make a further speL111cat;on of the behavior of the teacier that woula
;E R producc those env1ronmen*al conditioas.
- :

ﬁ”f This approach involves fhe specification of theoreticzl or empirically-
derived positions about learning. It thus can take-advantage of the be-
- - "havioral sciences, but must also operate under the limitations that exist in
- " our present knowledge abou; how to bring about various kinds of learning out-
LT comes. . . : . L y
It 'is worth noting that both the Pittsburgh and the ComField approaches
COnceptuﬁlize the teacher as a behaviorist (all the models do, in fact). *hg
‘behaviorist conception requires the teacher to specify learning outcon e in
2 ‘terms of pupil behaviors, and each.-requires that the teacher attempt to
. - tailor the environment to the CndrcCthlSt’CS of the student, and to the
particular kinds of onutcomes desyreu. th*eas, the Pittsburgh model em-
phasized the specification of meansfor producing outcomas for individual
learners, the ComField model iﬁcludéSxindividualization as a general aspect
of educational method,  but conceives the teacher in more kinds of roles
than Pittsburgh diqg.

2

“Iyorthwest Regional-Educational Laboratqry;-lbid.,‘p; 6.
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The CowmField conception raises & number of complex ques
wiich have to be resolved before their performance nodel ca

fully comprehended. Two of these stand out. First of ally It is
nnt clear whather every teacher is to be revponslblc for bringing

©
rr
}an
Q
&
5}

o]
-
o

about any learning outcome with an appropriate strategy for gvery
learner. This is a really crucial question, for-there are myriad

types of learning anda vast number o ‘potential strategiles for
bringing these about. The model seems to lead to an unmanageably
tomplex functionary. Q\

Tne partial answer to this 1s found in ComField' S expectati
of the future. - .

. :

In order to plan an instructional program
meaningfully, some prediction as to the nature and
purrose of education in the 1970's and bevond,l as to
be made. Two predictions have been agreed to by the
planners of ComField. .

'?:l.

-

A functional science and techneology of educztion -
will evolve, and it will br"ng with it an educa-
tional progranm that is markedly different frowm that
which is now found in most schools. Two differences
are anticipated: 1) the widespread use of pupil-
materials instruction, and 2) the application.of
systems technology in the design of instructional
experiences. Out of both will grow the application

of "instructional systems to the education of ’
children.

2. Three major clasées of educational specialists are
anticipated: 1) instructionil analysts, 2) in--
structional designers or engineers, and 3) in-
structional managers. As presently conceived the
instructional analyst will be the member of the
instructional team primarily responsible for
identifying the classes of pupil outcomes for .which
the school should be respoasible, and -the. instruc-
tional conditions that bring them about; the in-

“structional designer—encinzer will have the task

L of developing instructional systems to bring

_these ocutcomes about; and the instructional
manager (IM), will bring the effort of the first
two members to bear upon the educative process.
‘The task of the IM is viewad as one of creating
and/01 ndlntalnlno an instructional env1ronment
that brings about learning in children. ~The-IM's
specific function within the school is likely to
be primarily a survervisor of the imstructional
process rather than the prime manipulator of

it.- Operationally this means that while the IM

N{C"" o . .

v . 3
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of the *ﬁ%@gc’must be zble to diagnose learncer readi-

ness, prescribe approvriate learning "pcrlcncc“,

evaluate thelr efiectivencss and prescribe next

learning steps, he must also be able to dpply the

instructional systems developed by the other members

of the cducational team; supervise Iinstructional )
assistants, use electronic and computer media, etc.

Thus, ComField's teacher is an-instructional manager who works
in an environment which increasingly consistes of student-material

=lorionships with a.presumed vast storehouse of instructional | -
‘This

poqslbilities whichh are mediated through instructional systems.
gyc: atly changes our view of him. Thus, the sccond question which
has to be resolved involves determining the nature of responsibility

when 4 teacher supervises rather than manipulates instruction. ‘Is
not the svstem the primary agent? At times ComField speaks as if
the teacher were the.Xkind of broadlj responsible agent we are familiar =
With in the traditional literature of tcacher education but at other
/timc. he appears to be one of. a large group of supervisory techni-

[ cians in a kind of Targe warchouse of self-instrictional materials.’

/ - : T :

/ Thus, while the model is quite behavioral and unified, there

I t ambigdity whicn could, if cleared up, improve the

/. A4pbears to be an
f functional qualicy of the conceptlon. It appears - to us that if the
then-

, teacher is to work in the kind of environment ComField specifies,
i
/ his role can be defined much more narrowly and thus a more feasible -

goal w1ll result.

As Lthe cuestions are resolved, .the model of the teacher will
be in sharper focus and programs to achleve the . model: w1ll be more

clearly fecasible. 4

{
E

The Georgia Approach:
Working from the Cbjectives of Elementary Education

The Georgia model @as develcped by conceptualizing a desirable
kind of elementary education and identifying the teacher perfcrmartce
which would be necescary to bring that kind of elcmeﬂtary eduéatlon

into eﬁlbtgnce.

o« To do’this; the -Georgia team began with the identification of .
seven broad objectives of elementary -schools. These in turn were

sed to determine the kinds of conditions that would be likely to
lCud students toward those objectives. From those conditions the

‘ teacher job ‘analysis was made. ('What should the teacher.do to
. produce those conditions?" was the question asked.) Then the job

lNorthwest Regiénal Educational Laboratory, Ibid., p. 18.
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analysis was broken down into specific teaching behaviors. The
5ix goals of elementary education are:

opls Of leavning

blirations and
s

1. Providing the student with the
necessarv to meet his current
for his contioned develeopmont tecominrs a
lifclong learner. Tools inciude SniLl in reading
writing, listening, speaking, computation, obser- -
vation, and the more' advanced processes of com— .
prehension, discrlalnatlou, application, analysts,
synthesis, and evaluation.  Tools, also, dinclude
the understanding and appreciaticn of the arts,
and the skills necessary to maintzin adequate phy-
sical and mental health. :

(a3

2. Assisting the student to understand his social
and phyvsical world. A basic knowledge of the cocia
f world includes an understanding of the institutions
"of society, their interrelationships, &nd their
reiationship to the individual. It z2lso includes
an understancéing of the make-up of ‘society, its.
religions, ethnic and racial groups, and the in-
fluence culture has on the development of the in-
dividual. Basic knowledge of the physical world
involves knowing how natural laws and one's en-
vironment affect the society and the individual,
and how one adapts to his habitat.

3. Developing the foundation for good citizenship.
Good citizeriship coasists of an understanding
of the democratic process, respect for each person
as an.individual; and a2 respect for the rights of
others. Kuowledge and understanding of the founda-

+ tioms upon which the society has been built and

insights into the evolutionary nature of society pro-—
vide the student with a grasp of his own role in the
society. Good citizenship further implies that the
individual will become a contributing member of the
soclety capable of rational thought and.action.

4, Developing the basis for effective human relations.
An essential function of human relations in the
elementary school is to help the growing child to
know and to understard himself and to grow in

.healthy attitudes .of self-acceptance. While learning
to accept himself, it is equally important that he
learn to understend and accept others and to be
concerned for their welfare. He must realize that
all society is based on interaction with others, and
consequently, -that society is healthy and productive
insofar as the interaction is healthy and productive.

14

O
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troducine the process of chu‘yn and ics_iplktion—
ip o the dndividual oad the society. Effective _ -
ange 1simpossible without both the ability to _ o
tanink and to communicate with others in. group situa-

ions, -In an era of rapid societal change such as

we are now experiencing, these skills become par-
ticularly crucial. Consecquently, the eleneﬁtary .
school must help children to study events, to place

a value on them, and then to make wise decisions as.

. to their own action in relation to them. They must

be able to glean from the past that which is realistic
for progress in the future. 'Thus; they must be eguip-~
ped with the pProcesscs -necessary for problem solving,
and'tﬁey must be skilled in the processes-of communi-,
caLlon and group interactiony

. 6.  Assisting the student 'in develobina a persomnal
‘ value svstery that wiil enable him to make rational
chojces. Maan's relationship to other men and to
society as a whole is largely determined by the
attitudes and values that he holds and the wor;n he
places on them. In this area, the elewepgary school

- . has the resp0ﬁ81b11*uy of helping the child to

analyze his -envirommeat and from this, fo discern
those attitudes and values that he can accept to be
. tfue because-they are conducive to the common good.
Essential here are-the notions of the worth of man,
the value of property, social justice, etc.  However,
+in an era of rapid change, it is particularly im- '
‘portant that the child be helpéd .to ratlonally
- distinguish what is right, rather than what is said to
be-rlght. Thus, it is ess‘_ntla1 that the child have
. the skills mnecessary to" be aware ‘of the .disparities
-.0of human circumstance and ¢ghe skills necessary to
ideﬂr'fy and to. correct unsatisfactory notioms.
Cnly in this way can he’ develop those attitudes and
2 values. that will pr01ote effective c1t12ensh1p and-
progress toward the common good.-

. The products of ncither Phase Cne nor'Two provide 'us with information
about how these goals were identified, but it is statea that they.are
generally ggreed on by' educa;ors. . .

ERIC-
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lUnlver sity of Georgia, Gedrzia Educational Model Specifications
for the Preparaticn of Elementary Teachers, (On—>8019) hasnlngton, y
“D.C.: U.S. Offlce of Educathﬂ 1968. p. B-4, 5. .\
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The sixz geoals provided the framewor: from which elomentary
school objectives and pupil learning behaviors were identificd.
both of tihese tasks (identifying objectives and pupil behaviers)
were accouplishied by spécialises within cthe Collcepe of Education
at the University of Georpia. These specialists worked in content
area teams (recading, arithwmetic, ete.) which Tesulted in objec~
tives and pupil behaviors within the framework of the curriculum -
areas witien characterize the present clementary school. For
example, Figure 3.2 (see page G1') gives an example of the woxking
procedures used to develop this performance analysis.

T
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‘Objfective
) - To learn to solve problems.: .
’ ‘ '
I Pupil Learning Behaviors !
) . The child identifies problems. .
. The child formulates hypotheses.

[FLR oV
v

hl

X . The child gathers information.

o 4;?'The child analyzes data.
5. The child evaluates alternative sciutions.
6. The child generalizes solutions. ‘

. Teacniag behaviors : L
1. The teacher organizes problem situations. :
) : 2. "The teacher interests pupils in problex and observes
. ¢ its formulation. - e
I 3. The teacher observes information gathering and )
‘ ‘Processing. o ,
4. Tnoe teacher assists, as required, in developing a
R b ‘ solution to the problem,
. i .8 o - - - R
Supgested Specificatibns for a Teacher Education Yrogram .
) ' - A fédchcf-eduéation program will provide tne student with:
- ’ X i - Alj._‘ < .
_ . 1. Knowledge of and-skill in developing problem situaticns.
T . 2. Knowledge of and skill in-techniques of presenting
. - ‘ wprovlem solutions methods. -
. o ~ 3. Knowledge of and skill in c¢ritiquing problem golutions.
R . . . . . ) ° :
Figure 3.2. Cognitive Processes—-Spegifications Work Saeet
T n T
- ’ v u ’
University of Georgia, Ibid., p. ILI- .
~ .-V ) . - 3 . 3 . )
Q 7 o . e o7 .
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Consensus of experts was used by the Georgia team to identify
tae clementary school objectives and the pupil learning behaviors
from which thé job qnalyul.; was derived. - g
The overall method for developing the specifications is clear
enough--tezms of specialists identify school 'ebjectives, from those
desirable pupils behaviors ‘are generated and then, in turn, teacher
behaviors and competencies are developed. ™ The result is that the
substantive conception of the teacher grows in small piecey. This
has advantages and disadvantages. An advantage is that ‘the job can
go on in manageable pieces. A teaw can identify one goal and go |
straight through until the competencies related to it are identiidied
and matched with performance modules to constitute the substdnce of
the program. This produces a 'vertical" consistency of all modules.
and the overall goals. o ' '

Lnere arec aaveral problcms with this metnod which can, however,

be" overcome, : e
- / ’ . ,// . .

First, the selection of the content arecas gréatly affects the
nature of the competencies which result.. Whagzéhould be the areas?
If one weighs philoscphy and the arts heavi}i,_the competencies will
be weighted on that side. ' The possible ceontent arcas are very large.
The process of sclection of the content-teams should be fully-ration-
aliied and xadc transparent. In hddiﬂgon, potential relationshios
among the arcas should be made clear. . Further, a system for relating
‘the work of the teams:to each othé& needs to be employed so that need-
less dublication is avoided and the languages of the teams can be-
related to each ather.” "The Geornla program as’ it stands docsn't pro-
vide a ratlonallzatlon for/éhc selection of the content areas nor a
system for.relating the Work of the teams (except for a system to s
make relatively uniform the concepts used to describe specifications.)

As a consequénce, the Georgia conception of the teacher is

' constructed of ééqueaces of small units within separate contexnt
areas. Moreover, there is no clear plan for sequencing, so that J
. the rela tlonshlp among the units must be 1nferred from examining thenm.

In the course of implementation. these problems should be faced
dlrecfiy and solved. , Before performance nodules are developed an
integrated conceptlon of the teacher should be developed (quite *~
p0331b1y by developing an integrated conception of. the goals of
“the elementa ry school). The contert areas should be ratlonallzeq
/- . in.terms Of this unified conception and a system developed for relating
/// the specifications in the several content areas to each otiier. In
addition, systematic plans for sequencing within the content areas.
. .would ensure that the units of béhavior add up to a solid performaﬂce
’ ‘in each ared. o

i

¢
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d _ - Inthe course of making their analysis, th Georgia team

] decided that no one xind of personncl ccould engage in all the :
bebhaviors that were being identified,- and the ey were dcjklopcd into
four major catepories for elem 1entary. school pcrsonnel aide,
teaching aussiscant, certified Llemu“tary teacher, and specialist.
Each of the levels implied competency at the previous lcvels, and
the four categories provided a, career hierarc¢hy for instructional
personnel within Lhe elementary school. The education-career .

combination can be seen in Figure 3.3 (ste p. \CD). e

o
i

The Georgia team attempted to achieve bchaviorality and stan-
dardization of form in stating objectives for the program by
specifying for the cognitive, affective and psychomotor domain
‘hierarchical ‘behavioral levels (taken in the first two cases from.
the Taxonomies of Educational Objectives) and using them to state #
objectives for the types of teachers (aide, teacher, .specialists)
identified fOr the program.-—For example:

Chs 1acLLr1 tic’ _ , Level of Developzent .

o ; : Cognitive ~ Affective
3.15.16 Curricular CTLA Tch.  Spec. T.A. Teh.  Spec.
Programs for elemen- T . :
tary school science . . 3 v 6 3 5

Figure 3.4. Performance Specifications—-Science .
. ' e . IR . -

This means that the-teaching &@ssistant requires no development
in .this areca, that teachers do at cognitive level 3 and affective
.~ -.level 3 and specialists at cognitive level 6 znd affective level i
5. In one sense this device does assure behaviorality and uni-
formity in the statement of specifications. Héwever, it remains o
to be seen how general behavioral descriptors (cognitive levél 3, \
for example) can function over a variety of types of character— ° o
istics or content. This will have to be worked out. in development.

. " -
i

- * Unity of conception is enhanced by the clarity of the steps
- - which Georgia usad to develop its speC1f1cat10ns——proceedlvg from
_ the goals of-elementary education straight through to the, objectives
Ce .'of the school behaviors of children, - and hence to the behaviors
. of the teacher.  However, by aeveloplng the actual specifications
through content or curriculum-area teams working separately in their.
areas, what resulted is undouotedly a’clear. job specification of the
teacher, which is what Georgia was aftcr, but not necessarily a
worxlng model of the”teacher. The. mass of spec1f1cations which

esulted--over 2500 in numbcr-—need to fit together organlcally and

’ .
. .

;;University of Georgia,'Ibidl,'p.‘IiI—Sl o &

-
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Y to tell his

it is difficuls to tell at this stage of dLleomenc whether that
will be ChQ,CLSB.. During fuller deve opnbnt and implementation it
is essential hat this be accomplished. o

Y]

-, C.

. The University of Toledo uoucl
The Teacher As a Team Member

&2

The Toledo g%oup developed their performance model by.dé= . .
SCvlblng a cllnlcal team of. eaghers in action and by analyzing
the ‘functions o a team mcmber. e - K

!

A New Role for thes Elcmentary Teacher o= - Co.

Simply stated, the prime functions of the teacher
are the transmission of knowledge and the trangﬁission
of values. As previously mentioned, both cognitive
knowledge .and societal values and norms are becoming o
«~ increasingly complex. Wheg- attempting to fulfill his :
. task, 2s a transmitter of values and norms, the teacher -
‘must not only mediate between the child's world aﬁﬁ
., the adult in ap effoxt to close the ever widening~”
generation gap; but he must.also deal with a serious
cultural gap. The culﬁural gap.is especially impor-
tant when an student's cultural background is far-—
kedly different from the teacher's. When norms are . ' -
in-a state of flux, as in our'attitudes toward sex and
~drugs, the teacher may .not feel competent to force”
“his values upon the pupi ils. When the teacher attempts
to fulfill his® function as a transmitter of knowladge, .
‘he is again caught in the web of rapld change., It
seems clear that if the teacher is to fulfill these
‘two functions succésqfully;/hé will needlh;ép.
i : i

The Teacher As a Tean Member : i _ co i

lf the elementary feacher is to maximize his
effectiveness in the tfaasmission of cognitive xnowlene [
~ he will need.to be a/member of-a team - a team made
. 'up of speb¢alls-u. The purpose of the team would be to
design instructiondl systems. An instructional system
"is a strategic complex of human and nonhuman components -
which are dynamically interdependent and interrelaced.
and work togéther to attain a particdular {nstructional

goal or set of goals. The instructional system.receives -

w .

a . -
K - .

University of Toledo, Fducatioaal Spedifications for a Compre—
haeasive E}nﬁeﬂtagy Teacher Education Program (OE) Wabnlﬂgton
D.C.: USOE, 1968 Vol.. I, PP 61-62. . o ‘ \\
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inputs f}om the -external environment, processcs these
inputs in'a prescribed instructioral énviron ment ac-
cording to strotoklcu derived from rescarch and eupert
opinion, so that the ‘output generated ‘'will have a high
probability of achieving the prescribed goal or goals. The
instructional system components may include scme or all
of the follo&lng learner(s), teacher(s), mediated in-
structional méterials, assessment and- feedback instru-

\ - ments, information proccessing and displaying wmachines,

' support technrglan(s) ' .

\ . . &

.. The key to this arrangenent is the team. Instruc-
‘tional decfélons are made cooperatlvely by a team of
specialists w1tb a master teacher serving in the role
of 1nstruct10naH spec1allst throughout the entire '
1nstruct10nal system design process. Each team could
serve a number of master teachers. For example, in a
building of tnlrty teachers and nlnethunarcd pupils
there could be six master teachcr; all of whon were
served by the same Inst~uct10na‘ Systen Design.tcan.

_ The'membership of the ISD team”}ould vary depending

\ upon the needs and bdckground of the pupils, e.g., a .
slgm school would probably need the services of .at least -
one soc1ologlst}or an elementary school "near Cape Kennedy

‘might. requlrL/a specialist in space’ technology in order
to take advantage of the children's knowledge of space.
- scilence which they learned at hHome.” Some of- the spe-
< cialists that.would very likely serve at, all instruc—
~ tional systems design would be: ' :

1. 'Subject matter specialist . - To update the subject
T ~ matter.
' 2. Curriculum specialist To determine the mix
' ’ o ' o ;  of what to teach to
- LT ' -whom.
3., Research Specialist R ‘To evaluaté the instruc- '

tional system's efficiency
in terms of the outplut
. produced and to colle:t
, . w + - and feed back data
§ . = o s T nee%ed to redesign the
: Voo N» . system; to calculate
) Q\ . cost/effectiveness esti-
M ' s N . mates of “alternative
. o S 1nstruct10nal strategleg *
R ' " and systems.

e S - o

Aruitoxt provided by Exic
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4. Educational sociolopist " To''ffiterpret thc social
- . 1w 7and cultural milicu of
Al . . h) .
' - . *\\ the’ child. . :
5. Educational psychologist To ‘study the child's
- * 4] . ' \

growth and development
and his inalvidual RN

i : T . . learnln patte*ns.
2. .. ’ . / -~
i : . ' [/ :
t{ ;6. Instructional ‘technologist To derloﬂ/ develop. - T
! . - ' and tesu‘modules~or . ’
. medlated instruction.
v . ) . ) B - L4 «
7. Adwministrative specialist . To meet’ the administra= . .
! ' ' ' tive. and managerial .
needs of the tean. ',
o 8. "Information Managaﬁént To develop information .
- Specialist - ' ' storage and retrieval -
. S, y _ K o systems, ccaputer based’, )
o ' o ‘information management
- ) . . system, and conputér _
. . 5imulation technigues. -
-9, COLDSEIAHg and Gu;dance K To £ill the guidance and’ .
L - Spegiallst 3 counseling needs of the’
‘ e - o B students through- and : "
L R . .with the help-of the
. : " : ’ teachers. .
: : . . ’ : SN .
10. -Pupil-Evaluation : ‘ To' specify in behavioral
Specialist T " terms the goals for each
' ' K pupil, to asscss ‘the pro~
. gress of each individual
.+ pupil and to make recom-
‘mendations to the ISD tean
. ‘for modifications of the
o pupil's program. '
The next step was to develop complete models of each of these roles
and to. fit them together again in a .model of a smoothly functlonln? tean.
- Toledo thUbfimaglned,,as dld ComFleld ‘and Plttsourgh a school
which is organized in sets of instructional systems and staffed by
"teams of developers who constantly evaluateé and improve the systen and
' «"work with tcachers to tailor, learnlna environments to- chlldren. N
As in the cafe also of Comf;bld and Georgla, a massive list of be-
havioral objectives were develgped. The result is a massive list of"
- . 3. ; L K ‘ '
\v a . . i .. \ / '

-
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"workirng parts' of the teacher but.there is no general, overail
description of the Luuguloﬁnua teacher wnich can provide a wo
like, uniiying structure which can-serve to integrate the elem
of the program. K = ) : v '
S
Thus, the fea ;olchv of the program would be increased
enormously if general models of the team mcmbers were built--

models that could integrate the enormous variety of job speci-

fications that resulted from the‘'project. The dcccrlﬁtion of the

team itself, which provides a good point .of departure, is not

enough in. itself——models of its functioning parts nccd to be de-

velopcd _ . . _ ’

‘

" The Michigan State Model: -
The Application of the Behavioral Sciences to Teaching

.

The Michigan State model gave the greatest-emphaéis'to-the
teacher as an applied ‘behavioral scientist. -The teacher was

- seen as a -scientist “in the c;¢ssroom, creating- aid testing hypo

theses. The Michigan.State team's dGSCrlleOn is directly to
the porut.l :

[d
Co
* 1

- . ¢ - . -

N A key concept of rhe BSTEP model is tlinical

O

ERIC
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behavior style. The major, fuhiction of thiS_COu»Lpt'iSI
"4y to regularize the behavior of @%aChQIS. Clinical be-
" havior style denotes those particular and stylized
sets of activities ‘and mental processes which a _prac-
titioner possesses. Such a practitiofier of education .
: will be spec1f1cally trained to utilize his client-

. related experience as the basis for continuous learning
and - improvement'of his skills as a teacher. The

- clinical behavior style which is appropriate for a pro-

fessional teacher\con51sts of .six phases: dcscrlblng, ‘
analy21ng,zhypogheslzlng, prescribing, testing, and
~observing consequences. The last phase, observing
consequences of the treatment administered, leads in .
turn to the first by a process of recycling in order
. to descrlbe the changed situation.

The progresslonal foundations of tne progran are
centered ons the behav1oral sciences for two reasonsi
(a) The dominant task of all ‘educarional activity is
to develop pupil behavior within various settings. The"
behav1oral sc1cnces provide the systems of knowledge
and inquiry moct relatable to this task. (b) A distime-
tive feauure of emplrlcal science 'as a way of acquiLing

.

lMichigén,Staté University, Behavioral Science' Elementary Teacher

Education Program (OE 58024, three vpiumes) Washington D.C.:

“1968. -
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knowlecdge is that it is self-corrective.

The teacher was scen within this corcept in,tcrms of three
processes: proposing, doing.. and reof ficecting. He would iddentify
problems, propose solutions to them and reflect on the situation. _ '
Starting from this view of performance, the.Michigan State team
proceeded to identify the competencies needed to apply the be--
havioral sciences to the solution of educational problems.. The
total number'bf competencies reached more tham 2700 by the time
the team had, completed the work. The procedures followed ensured -
a nigh deg*ee in behaviorality, especially. considering ‘tne fact Lnat
teams worked in the humanities, where a bahavioral tradltlon is
not only rare, but often scorned

The "clinical style" and "applied behavioral scientist”
served to unify the program's specifications and provide a kind of ‘
working model of the teacher, although the large number-of teams which
developead the speolFlcatlons of necessity had to do much of their work
seoardtely ‘

. 11 *

el -

In thc 16351b111ty study a managenent system is pro?osed which
will -include clear and rigorous testing of each module to ensure ef-
fectiveness and redevelopment. . It should be possible to augment
this to include a study of the =1terrelutloﬁcnlys of the behavioral
elements ‘and their integration <nto the clinical behavior of the
teacher.. This would provide for the émpirical augmentation ol tn
.clinical wmodel and lead to its testing and the subsequent dGVulOp—
ment of. procedurcs to increase the integration of streams of de-—
velopﬂent.‘ We will deal with this question more extensively‘in
thu next chapter as we explore ways of increasing the fea51olllty
of program strat egles. R

" ¢

‘The behav1or151 and a cllﬂlcal view of teaching found in the {
-Mlchlgan State model was common to various models as was the *anoe
of concepts used. The other model ‘builders, Syracuse, Massachusetts, _
Florida State, and Wisconsin, shared many elements with this con-
ception. ' - o : . .

-

voe Mzssachusetts
The Waasacnusetts conception of the teacher descxlbes teacnlng
in" terms of three componznts: Human-Relations, Behavioral (Teachlng T
Skllls), and Content. In itself, this tripartite conception is o

_ . glnutlve, and ali Lhree aspects can be defended as’'important to - a
. tcachln . Giving such’ pconinence to human relations represents an’ = N
. '1mnorLant CORtIlbULlOP to conceptions of the teacher.- However, I L
R the selection of the three components is not explained, nor are '
7 they related to cach other.. Some philosophical and psthOlonlcal
underpinnings are prov1cpd in the human relations area, ‘but not.in
‘the others. Thus, a promising idea does not. result ixf a real work=
ing model-of the teacher, although we belleve this problem cou id o

. ~

' be remedied. S e . .

~

Y44
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.the myriad of possible skills,

"lUniversity of Massachusetts, Model Elc cntary Teacher. Eaucatlon

- . . . ; | ' s 106

Within ecach.of the three areas behavieral elements of teaching
ave specified as objecclves of the teacher education program. o
provision is made for relating growth in one arca to cither ol the
others. Nor are the skills, knowledges, and valucs cithin any of
the areas related acccxding to any general scheme. The eighteen
teaching skills, for cxaﬁple, are not descrited in any particular
reiation to each other nor is it clear how they were sclected from

3
kd

The Massachusetts program offers the promise of a wodel of the
teacher but there is curiously little attempt to capitalize on
tnis begirning, and the unreclatedness of the behavioral elements.is
almost vexing. It should be possible durlnn subseguent steges of -
development "to increase the power of -the program by developing a
more powerful view of the teacher.

The Hassachusetts COnéepsion nakes a strong contribution in
another direction. It is structured so that the program can be 4

* adjusted to persons secking' a wida variety of specizlties in dif-

ferentiated teaching staffs. Several types of competency are
identified for each specialist znd a profile of performance within .-
each specialty. Each type of competency is-organized in terms of a/~ N

- sequence of competencies so that StUdLﬁLu can enter each type at K

their level of achlcvement. S e ‘ ) o m
Therc follows a2 figure- from the Massachusetts rcport which, is’ LA
used fcr a profile analy31s. (Sue Figure 3.5, ~page 157 ) '
“-In .the Massachusetts profi] aﬁaly<1s, profiles are constructcd
in several areas for each of scveral.positions within dl&ferentlatbd
teaching staffs. The entering studenf, is matched with the desired .
-profile for the partlcular specialty for ‘which he is glmlng, aﬁd _
the diagnosis that results can ‘be ‘'used in planning his curricuium. '
As in the case of the other modular gurricular dESl”na, the’ Missa~
chusetts model links specific learning objectives wi tn instructional -

- alteérnatives, and the selection of thege can be made in relation

to the specialties for which the candidate is preparing.

T Syracuse - )

) + ' ‘- ,: b ' . . ) .
The°Syracuse pIOﬂran is structﬁred around a conception of
teaching which is to characterize both-the teacher who energcs

‘and the program to prepare him. This conception is an "intent- =~

n
.
.

autlon—feedback—procesa modek. . o o S o

. -
N @
g

-Prograa (OE 58024, two volumes) Washington D.C.: USOE, 1568, .. ' -
p . 8“ . . . _ N . l , - . L " \- ) ] “
’ r ST ) ’ - . : ’ )
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1h; nodel program is seen as functioning according to thc
follow ving patterns. The demands of a changing world wiil o

demands on the program for some kind of relevant TeSponai it
the pluralistic sitvation, we believe there will be a diversi-s

r-_'|

7
of proposed responses relevant to the situation. This diversity of
possible responses will lezd to confrontations in an open, Inguiring
climate. The better alternatives should ultimately prevail. These

alternatives will be® trano;ated into what haVC been defined as re-
sponsible behaviors, and are ChaIgCtLrlZCd

‘ ’ A. Intending : . : Intent

B. Acting on the basis of the
- intention’ ) Action

C. Accounting for the consequences .
of the action Feedback -

D. Using the results of the
accounting to modify future
intents and actions Process

" The substantive coaception of the teacher within the frame=
work of this model is described in terms of seven components, one
"liberal" and six '"professional."

.
.
S

'The Cbmpoﬁénts ofﬁthe Model Program i . ‘ -

The model program is des 1gned as a flve~ycar program. The |
flrst two years aré devoted to liberal studies. The junier year
begins exploratory professional study and continues liberal 'studies.
The senior:year is devoted to full-time professional. study. The
final year, including the summers preceding and followin is
seen as a resident yéar and a period for developing and, rcrlnlng
.(a) skills and knowledge learned in previous years, and (b) a
spec1alizat10n that is uﬁfa:e for eacn student.

' The seven componenus of the program are integrated into the
basic design of the total pro~ram. These . comporents are: (a).
Liberal Education,. (b) Methods' and Cu¥riculum, (c¢) Child Develcp-
ment, (d) Teaching Theory and Practice, (e) Profess*onal Sensitivity
Training, {f) Social~Cultural Foundationms, and (g; a Seif-Directed
Component. The staff. developing the model composed of these com-
ponents provided an-excellent test for the workability of the =~
ST pluralistic assumptiocn abolit the nature of reality in tecacher edu-
g cation.. ‘The compornents are diverse in nature and chardacter. The
full range of their diversity will be more apparent in subsequént
chaptérs of this report which spell out each component more fully.

, EI{I(? ‘ . _ ' _;w;-'

v - . . ’ . v
e - .
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> Concurrent with tutorial experience in = ' .

The specification of the bchavioral elements which make up the
teacher is carried oa in the development of the scven components. -
Thus, thd behavioral description of the teachcl_cmcrgcs as the com—
ponents are developed. ‘The. intent-action-feedback paradigm serves
to unify the work and to provide some model-like quallty to ‘the

-overall product. Nonetheless, the process results in a macs of
behavioral elements which then have to be integrated ratber than
being elements whlch result by breaking down or Lask—ana]yzlng an
overall model.

As in the caseﬁof Michigan State, the -Syracuse Model can pro-
vide, during development, for the creation of a more complete
working conception of the teacher and this will greatly enhance the
‘feablbillty of ‘the program. : : o

. - 4

Nearly all the mocels, as mentioned p*eviouély; employed be-
havioral performance analysis to affective as well as cognitive and
skill domains and Syracuse included a large number of examples. The
following is a-statement of aducatiomal objectives for a module
relating to affective behavior.

-

TTP-7: Educational Objectives for Affective Behavior -

~ . . - . . §

. L. ‘Pre*ecux ites:, Completion of TTP-5«

- the public schools.
II. ., Placement of Mpdule: _Junior, pre;~
' 'profe531onal year. o -

IIL., Estimated Time: Student time - 4 hours.i e .

University factlty time - O hours. B A o .‘;
.Clinical Professor and Cllnlcal Teacher 2 T Co

‘time -=" 0 hours. - . - - L B .
1V: Qpérational-Objaétives: .The - purpose of _
this module is. to develop the. ability . .
B to disdériminate between statements of .
L educational ob3ect1ves aescrlblng dlzLerent
. . levels of personal 1nvolvement, attl*udes, » .
' motivations, values, ete., and to write ob- - A
.jectives for lessons and cutricula which in- '
‘clude :theése types of outcomes. The general
objectives of this modu;e should prepare . : .

, ¥ the student to do the Lollowin R
T LA Recognize and diScriminate ‘between - e
' statements of educational -goals describihg .
'..L R . . ) ) ) o . o —
‘ f ' A ‘ . '
o . s ; z et .

Lt N - . 169
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) the affecrive characteristics of childrea (as -
“distinct from the other och tives already JBLJqu)
e, . as inferred frOm ‘watching specific types of be-

( ’ haviors.
i ‘ B. Write and justify the appfopriateness of state-
ments concerning the affective outcomes of
lessons and curricula.

-+ If these broad objectives are achieved, the student shou1d
" guet® for exaﬁple, be able to do the follow1ng

A." When given a list of educational objectives, -inclu- !
ding the .types of objectives studied in preceding
modules and the different .types and levels of ai-
fective behavior, be able to identify each and jstate
the crlterla for dlscrlminatlng between them. ]

P B. Given a case study description of'an &lementary *

: _classroom, 1ncludlng the characteristics of the pupils,
be able to prepare a set of eaucetlo 1zl oojcct*ves xor
the class and individual pupils for at least three
"levels of affectlve ;nvolvement, such zs: _ .

-~ - . 4
1. Being lellno to attcnd to the Stlmull e r
. of the situation.. . e
2. Responding when dlrectedJ e ' ' .

~

" 3. Consistency of self-initiated responses;
. ' at least within the limited regions of

' act1v1uy, etc. _ T ”

c. Be able to: relate a taxonomj of affective behavior to
.. the varloLs types\ and levels cf. attitudes, (towards
self, others, .objects, and activities), motlvdtloﬁs
(afflllaL*dﬂ, achieévement, power, av01dance of
" failure) 1nterests, and values. oL

‘s D, When asked’ to prepare a set of aerectlve objectives
for the child with whom he is worklnﬁ in a tutorial

. relationship, prepare obJeclees ‘for. at least one
.area .of the child!s activities, including at least
“three levels of pupil- involvement. Justify the im-
portance of Lhese obJectlves Lor the child, school,

~

" and society. . , \
. o : o

’ - P N P
. .

.'j‘

%

lSyracuse Unlver31ty, _pcc1‘1cat10ns for asConnrehen51ve U*aor
sraduate and%Inservice Teacher Education Program for Flementary
Teachers "(OE 58016) Washington D.C.: USOE, 1968.. Pp. 245-245.

- ERIC . ce ' ;; RS ' o f
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This example shows not ouly

a Lype of behavi o.al ﬂuAleLo in tife
affective domain, buc Lhu &

o b e
phas®s on reflective ¢ninking by the [/
teacher that charac tCleeO the .ncc.L~acLio —fcednuck vurhu'um.:/xhc
behavzorlsclc description of tne teacher did not ordinarily -n“ﬁy

.a mechanistic-behaving teache 1, “but one with fluid,
- 8 blllx.y -

,,.‘.‘,,...,s.

araptab%a capa~-
At

i LKA 204
. . '

Syracdse also described the teacher.’as a member of

a2 team,
working with support teams and with a2 ‘great variety of instruc—
tional systems and specialists avolcable to him.

This matrix is

not ru%&y described, but again we find the teachﬂr/lﬁ a very- 01*—_-
4

ferent role than 1n the average preSLnt day elemef

‘ ////:Lary school.
i -.n:. . . -. . . . / . .v. -3

LT Florida - ///' :
S I20rica N S

R ﬁhe Florida State Universi y cOﬂceptaor of the tdacher was "
arrlvcd at.in an attempt to break dowr/the tasksoi teaching iato

identifiable parts which could serve a$ the unifying goal of the

program. (See Elgurc 3.6 on pagc 3)/ ).

a""y

o The e: tenL of rdtloﬂellzatlon/or the rJOVld& COJCCptiOu of the

“teacher was unusual--the developnent team clea Yly as maxging a

PR serious effort to develop a model of a functioning teac her and re- .
1atc the- parts of that model to one another.

’ .
- t
b3 v

The long quote that follows describes their’ conceptlon of
the teacher and its! Justr%lcatlon.

w‘

A

\ . . . '. B : . "
- Five caLegorles of' teacher behav1ors wére 1denC1f1ed2-
.as basic tor all’clementary teaching. They are stated
here 1n~the1r/most bscract‘form. Lhe_first.iour are:

. . . . o w
. 1 i
e

' The teadher will plan for 1nstructlon by foxm- - ’
" % ’ ulatlng objectives in terms of behavior whicn is .
f ) observable and measurable., . T
- : . / : R
.f 2. The teacher w1ll select and orgaﬁlze conLent ap-
{ /proprlate to specified objectives in a manner con-.
P -«/ distent with both the logic of the content itself X
ih ’ and the psychologlcal demaﬂds of the learner. S
1 // . i
i ;///3s “The teacher w;ll enuloy approprldte stra;c& e for.
1/ . the attalnmcnt of des*red benav;oral object 7es. .
EER /{// ! 4o The teache* w1ll ‘evaluate learning outcomes on the
AR ' ba31s of changes in behav1or. T IS
7 - - Lhesc four benav1or caceworles are 1utegral parts o¥-a
s l .. regenerative or cybernetlc ‘conception of teaching in .
. % which both long range and immediate knowledge of results o
. serves ‘constantly to mod*fy the direction and shape of - 7 ‘ T
- the teachlng act." S . S S -
Q . . : _ A i oL

. Cp e .
. B . oL . : . . . ! e T
“ERIC™. 7 T - o
P i v S S L
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The fifth ‘category of behaviors was of a somewhat
diffevent order: ’

5. The. teacher will demonstrate an acceptance of
leadership and professional. responsibilities and
demonstrate the ability to serve as. a profess*onal
leadcr.

Tt takes llttle imagination to v1su411ze all of these
steps belng fo;lowed by persons carrying out the teaching
function,- ‘whether it is.seen as that of an indirect facili-
tator of pupil learning activities, 'as the diagnoser of
pupil needs and prescriber of pupil learning experiences,
or as a direct transmi*ter of information to pupils via
lecture. It seems likely that any. approach to influen- .
cing the learning of others will demand cowpetent per-
fornawoe in all five oehav1or categorles.- v -

Nhlle the cquters ‘which follow contaln detailed
descrlptlons of the component breakdown of cach of the
five basic behavior categories, it is nccessary at thls
-point to ezplalﬁ the ratlonale for’ descrlblng teachlng
in these terms.

. It Was decided that a. regenerative model ‘was the
”only realistic conceptuallzatlon whlch adequately pro-
vided for dealing w1th the 1nf1n1te varlablllty of - "
learner responses.' There is always the dlStlnCt possi- '
bility that the performance of highly Pprecise and re--

ue,fpetltlve ‘teacher oehaylors 'will become a tore impor— .

tanlt con51derat10n than coping with learner response
yarlaolllty In order to avoid this, all imstances of
‘verbal and non-verbal feedback must be recognized and
interpreted by the teacher who is skilled at constantly
_modlfylnc his own performance of teaching to maxlmally
- influence the learner. .

¥
%

.Four behav1or categories -constitute broadly- 5

"~ conceived basic teaching tasks: In a very real

' sense, the formulating:of objectives, the selection
and organization of cuatent, and the ch01ce of ap~- .
proprlate strategles ca2n be’ conceptuallzed as pre-

normally be performed prior to any actual 1nteractlon ;
with a .learner, although under sonme c1rcumstances, the
‘execution ,of certain strategies may tall for.the
involVemeptrof learners .in planning activity. B
AR T A S

{
!
. o
active tasks. That is, eHey are tasks which must  _ . } T

T~ . . . . v ) i N . .ff".-b ‘ - K
- Planning for instruction. is, of courde, an essén-

tial prerequisite for all types of teaching. Although

it is conceivable that 1nstruct10n could proceed with -

S

LTI

[N
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objectives unstated, it is inconccivable that mcun1u~rul
instruction could long proceed Without a purposc. Follow-
ing systers apprdach reon*rencn*‘ den and that purvposces
(in the case of teaching, instructional objectives) te
explicit and specific, with the assumption that oaly in
this way can decision, execution, monitoring, and re-
generation be accomplished with procision. For this -
reason, the statement of instructional objectives in
terms as precise and behavioral .as possible was a process
utilized both in model program develorment, and in
describing the basic tasks of teach’nO.

t must be acknowtedned that a stron case can be -
made “for the inclusion of other types of’objcctlves,
such as those whlcn call for no more than cxoosure of
a learneL to natural elcments nlthln the envircnient,
w1thout specification of explicit ex pected outcome.
Such ideas will ultimately receive attention ia train-
ing, partlculaVIy ‘curing 1n-serv1ce years. However, .
for pre-service traihing),. the use of a behavioral model
holds the strongest promise as an organlzlng concept
since it expedites acquisition of the xnowledse and
skill needed for initial entry into tEQCth

~ The statement of-objectivesxin behavioral terms faci- -

litates elements of other basic tasks, such as the sys-
‘tematic selection of coutent for learning. A teacher who
. has learned to apply pr1nc1ples of selecfion will ecare-
fully. dlagnose learner characteristics and will consider:
the logic of spec1;1c content. 'He can apoly these prin-.
ciples in such a way that learner interaction with that
content will be enhanced. -Teachers have traditionally.*
played a significant role in structuring content  for

particular learners. The teachef‘of the/futu*e is likely

to play a ‘sorewhat dlfferent role w1th respect to the
selection’ and organlzatlon St content. A trend’ toward

" use of multi-media, tncludang pre—packaged programs torf

“individual learners, suggests. a ‘téacher role which is
less that of a déveloper of 1nstructlonal programs,
and more that of an assessor and adaptor of pre-
packaﬁed programs. Either role demands that selection-
and o;ganlzatlon skills ‘be highly developed, and that'!
considerable practice in examininhg, selecting, and
utitizing a wide range of available content materlal
be prov1ded 20 S
. . ‘ . .

At some point the teacher must decide on a‘stra—
tegy for arranging and controlllng the condltlons of the

contact of "learner with content; and * then implement what-

ever sttatenlc 1nteractlon he has setected Tne model
B

LN

-
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PLrofLR LrLdtc factors u“dcxlylng both the pre—active
. behaviers nceded for strategy selection and the inter-
active behaviors involved in strategy i"ylcmtﬂtatlon :
undtr the single behav10r category of “strategy a

Strategy selection-reqpires the teacher to make- -z
decisions about what kind of Marning is involved, what: '
env1ronmental arrangements are most 11kely to promote
the most productive involvement of a given learner with

‘ seleck ed content. These pre-active decisions must be
. " made iff teaching is to be performed scientifically '
rather than haphazardly., Thus, thc model program pro-
vides specifications for a sound theoretical dec1sron
base and ror practice at reachlng such’dec151ons.‘v o a

\\ * “The ability ‘to execute strategies,. once selected,

" is-a major goal of thé model program.and 1is considerad -

\\ . a key to“the successful perfornaﬁce of all types of

' teaching. Teachers must be 2ble to arrange two basic : ot

kinds  of strategic interactions: (1) non-personal. e :

interactions, and (2) interpersonal interactions, e '
including both content—orlented and functlonal 11ter—

actlons. :

. . .

L ' \on-personal 1nteract10ns requlre the teacher to
. arrangeé the physical 1nv1ronment so that ‘the - content
is mediated through $ome non—personal means, suchz: as",

. '+ the surroundings (as in a:field trip), or some 'item on °
© ~  the media list, such as Books,’ still and moving pic— '
- ‘tures, charts, audio equlpment labqratory models, and
. o ‘materials. <Recent research actlvitieé give promise'of
providing useful guidelines which will assist the teach—.
2 7 .er in selectlng and structurlnn student involvement
: with the non—personal medium ‘most- approprlate for a glven
1earnrng 51tuation (Brlggs, 1967) 3

P

Kl -

.
ot

_ Interpersonal 1nteract10ns of the content-
oriented type refer to those in which the learner inter-
i - ., acts with ancther person (usually the teacher) in'a
‘situation. where the focus of the interaction is’ the
content selected to further some instructiohal ‘objective.
Under. this heading go behaviors dften classified as
. , instructional techniques ‘or the "technical skills of * _ .
| . teaching" (Stanford Center;, 1967). Thesé‘%ehavidrs R ' .
L T ' involve the execution of partlcular verbal and non- ’
' verbal tactics de51gned to evoke particular responses-
from students, to prov1de 'or secure feedback which »
) "_ * can be 1mmed1ately processed by. teacher or students, A
- ,oTr some s1milar purpose. S : o .

K

\)‘- k . i ..r T . -
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A secomd type of 11L rvbruon17'rntcractlon, whlch’

for these purposcs is termdd "functional: interaction,”

rercrv to thosg interactions which are. 'ot'mr*m1"i]v- . o

tiLd to,the contont salbcLeJ for sonme instructional ' -

objective. Under this heading atre found .techniques

for assessing and ;mprbvixo the physical conditions of

the learning environment and for ‘'setting a psycho-

logical climate condutive to leazning .Becausc rein-

forcement. techniques have been prov01 cruc1al to the .

; - modlflcation of- behavwor (Spaulding, 1964 ‘Becker,

) -? 1967), and because the relnforcement conccpt is- ’

’ generally unrelated to the specific content ‘of in-* .
Struction, reldforceﬂedt skills are treated independently

L R from other Strategies and included under the funrtlonal
- 1nteractlon catcgory

e . 6. the same extent that a teacher perrormf’ccrtaln
tasks: pre—acblvely and’ 1nteract1vely as hé seeks to-
influefice learning® systew Llcally, he must also con~
sider, post—actlvoly the resul;s of his effoerts. A
conccptu3114 tion ‘of evaluation which 11cluces atfor- -
mative (vegencratlvc) function 1~‘fuilj cowpat;nle_ T
with the <lassic summdtive function whlch furnishes ‘ e
information' in the form of grades ‘and ran Alng.‘ :
Teachers must evaludte the outcomes of instruction ror
-the purpose of 1od1fy1ng the course of 1nstruct10u as’
well as' to prov1de 1nformat10n relative to. learner .
status and prooress (Wllhelm, 1967). The 1ns;ruc;1uﬂal '
objective,- consxdcrea first as the sine .Qua non 0r
- planning, serves albO as.the. bas1s for evaluation 811ce
it has been prec1sely stated in terms which facilitate.
obs;rvatlon and measuremént. “A wide range of skills
must be acquired in order to evaluate the outcomes of ‘ ;
1nstruction for the full range of purposes. ,;f: o e

-2

“

‘ " The flfth major dlan31on of teacher behav1or 1n—‘
, . volvimg profe381onal respon51b111t1es and. leaaershlp, .
' v * cuts across all other tasks and, ‘adds to the performance ‘-
' of teachlng that quality which sets it. apart from more
B ' inert activ1tias._ The component behaviors of this flfuhf
o ¥ behav1or dlnenslon receive somewhat less emphasis durlnn
" the pre—serv1ce phase than in the in~service phase of .
training because of the wmore Urgent priority .of instruc- _
tional and management 'skills and because of a.readiness S
factor which cannot be assumed untll there is input '_ ' .
from experieuces’ galned whrle carfylno out full teaching ' e
respon51b111ty.

=

" LA . .
' . E -t - .o

: St “.u In this category 2re $kills’ related to band11na of =~ -« o
S B one's emoglonal behqvior and development or a persanal . s

. . - E . . ) : o s . .

E lC - . . : ‘ * ’ g ' . }
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teaching styld; skills in handling intér-personal rclation-
ships with coldcuguds within the profession and wjth DUIsons
and agencies outside of tho.profcssion;‘and with gkill in -7
interpretiﬁg, assessing, and applying results of cducational
rescarch,: All three of these areas are intimately inter-

. related and are necessaiy for a teacher who is to be an- c
agent of change, aud who. wxll be able .to adapt to changing
condltions.l ; ot

. . . .

Working from this uﬁlfylng conceptﬂon of the teacHer the Florida
team was in. a position to-make a task aﬂalysls of each of its com~ .
ponent elements’ and maintain program unity and be sure. that developed T
elements would'fit'closely igto ‘their model of the teacher. - :

. This feature of the.Florida program should be malntalncd and
extended during development. Also, the conception of the teache r is ‘
flexible and provides.for the incorporation of contemporary educational
~knowledge and skills - which .is important for the actual elecments: .
‘which were developed by the Florida team were far less innovative tnan
thelr concepuloﬁ of how to build a future —related Jprograz. : i

- . - .

_ Summarz,,'
Flgure 3.7 (see page ¢R%) provides a rouzh comparison of the
prom nent features of each conception of. the teacher. All concep-

PEEEY

tlons shared the following features:

- - . . ’
Vo

1. .The teacher was not only described in behavioral Eerms but. _ N

was seén"as a behaviorist; 'a setter of behavioral ObJeCthGS,
user of behav1orally—or1ented teaching strategies, and user
-of behavioral measurement techniques. There wére to exceptions

I'4

to this. “ : : L . e
o= _ TR . .

-

[} Yoy

2. The ceacher was seen .as a member of a clinlcal team, rather
‘than as a lone operator in a self—contained classroom. Spe-
ClallStS were, env3s1oned in most cases. )

. J + . ¢ ° v
3.~ The teacher was seen in most’ cases as worklng in-an envrronmcnt o ..(\\ ,

* . rich in support systems, especially self- 1nstructlonal materials.
. Thus, he functions as a diagnoser and orchestrator rathar than .
as “the typical teacher of today. ' L s o

- kN

v Shared Conceptions of the Teacher

o
¢ vt . r

1. Behaviorist : = =@ . s
. - . 2. Team Member L - o ot
e . 3. Dlagnoser and Orchestrator v
- . - , ‘ .
B* ST
Florida Sfate Unlversity, Ibld., pp“ 35—41. I o - )
. \\ . LT .
— \ ‘ . o .. . .-: .. Q '.. ‘ .‘ S B ., . ‘..
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- Botle the activities and thc pnrforrantc criteria of all LnL
models manifest a concern with an. Cﬂel”ln”'lUtUIL. The docunentys ”
so .fréquently refer to the - lngdccuacy of our présent knowloedge about
how to educate chi ldren that you might supposc that the teams were

‘obsessed w*th feelings of 1gno*ance as they prcoared the models.

There was a determination to devel a teacher who would ’u;ﬂ in
the battle against Jgnorance. He WOle act as a nyyothe51s—tc ter,

‘as one who would provose OdeLClVCS for Students, who would define
“the cond tions likely to achieve those objectlves, who would bring

about those conditions and evaluate the outcome, and then would

set to work again on the basis of what he observed. Although the

styles of specifiéation varied greatly, .the teacher was seen in all
cases as_a member of a cllnlcal tean which would use the tools of
the behavioral sciences to clarlty objectives and to genczate'tneses

about the kinds of conditions that would achleve them. As an eval-

ERIC

Aruitoxt provided by Eic:

‘aboﬁt the most prodﬁctiVe roles for the tedcher todayz N

- yator, also, he'was seen as a Denav1orlst,‘u51nn the tebﬁﬁ‘GUCb of -

soc1al ‘scicnce to attempt to. determlne the results of his efforts.

" In the affective and human relations domaihs—also the‘behavio%al
sciences were. Very prominent. -The téacher was seen as relating to
other professionals, and: it was assumed that it would be possible for
him to receive the clinical training that would help him relzate to

others productively and that he would use knowledge from the benav-

ioral sciences to. du1de his work w1tH peers :and commiunity members
as well as h1s studcnts.uf . _ . ) ‘ . ’

- . ]
¥ o . .

The teacher, then, was conceived as an applied scientist who
would help create his field as well ‘as practlce on the basis otths

.present knowledge.

2

. .  Implications fof¥ Tecacher Education: ™. =4
5 . Commonality and Variability in
Models of Teachers

«
§ '

‘The dceveloped performance models reflect an implicit consensus

<
.

a. As ‘an applled sc1entlst (one who helps flnd the answers) and
a behaviorist. 4 .

. . @ 9
- be As a-team‘member‘(a colleague«and a specialist). .

c. As a decision-maker and c11n1c1an (a strategist with a
"range of competenc1es)

E -

“d. -As a change agent (and one whose perSOnality can copef
.ww1th change) . :

' N 4

R o

w~r
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As a manag ser of instruction, orcunes

of instruc

.

As a behavioris st--a

"systems"

man in his .own T 5ht,

¢ -,

i

stratil

O

,V

s

setting behavioral ochctives, brcak*ng down lca aing
tasks into their elements, and selecting: Learnlng
dctivities and evaluatjion devices tailored to a range

of students and: d1 fering kinds of learning..~

g vast amounts
;onal material and suppo rt systems

120

In other words, no one developed, a flked performance rodcl of the

teacher - he was seen as one emerging and growing
and ‘his own development.
".and training as compatdible with humanlstlc,-arrecc1Ve gozals, and
with training to function in the humane domains.

with the times

"All saw behavioristic. modgs- of planning

In fact, 211

saw hehaviorism as the best avenue to a more humanistic as well
as a more efficient education‘for,children and teachers alike.

. Hence, all of these systems plannlng teans~den1ca the fa-~
miliar assertion that systems .planning technlcues ang nunanlstlc
education are 1nconpat1ble. -

The

.Ca l‘

4.

wide range of approaches to the
formance models included:

4

dévelopment, of the per-

conceptions of 1nd1v1cuallzed and personalized educatiorn '’
(several models, with’ Plttsburgh giv1ng this conception

a major focus).

T2

conceptions of teachers as. people who make educattonal

decisions, .

implenent tnem, and get results.

\Comnleld

is most direct with this conceptlon ‘but . it is shared by
all models to some extent, and the "clinical style"

from the Michigan Qtate Model focuses an enormous 4rray
of modules. )y, -

"

< .

conceptions of teachers 4s changers of educational
(Especially heavy emphasis by Syra- .~
cuse and Massachusetts, with'Teachers College giving

its entire conceptlon to an 1nnovator

‘institutions.

and Fldrida and

ComField providing linkages to schools - thrOugh schools
especially commltted to 1nnovat10n.

e

©

conceptions of 1nterpersonal and a;fective behadvior

N

(Syracuse and Massachusetts were most explicit here).

4

. v

»

This wlde range (whlch appears wider the closer~the examina—
tion) belles the notion that systems planners ‘tend to produce
homogeneous conceptlons of goals, and-means.

The p*oducts re-—

used by second-oeneration planners to maxe available W1th1n

[}

-

o

-present an especially wide ranﬁe of alterx natlve goals that can.be



. I - °
- training p*ogra"s, dlrfetCﬂL conceptions’ B educntraﬂ and teacncr _
education. " A uLCO“d—SEﬂerat101 gifort in this; field can capitalizc R
- on the diversity represented hore and a map of alc01nat1vc perfor- -

<
mance models should gradually émerge.

-

On th"other hind “the conceptions were nreac7y laeklﬁg
working models, 'of the’ Leacher. Rather ‘than developing an over-
arching conception which was then broken down into ‘behavioral’ cle-
;—-kﬁ; nents, mest of the téams used very general .theses about the teacher
» ‘:and working teams did most of the work ‘of developing behavioral
L descrlptloas. "Thus the majority of the-actual behavioral descrip-
‘tlon of the teacher resides in maésesjof behavioralvobjectives.e
. WQ consider 1t vﬁtal that more c0mplete and_funetlonﬂno woralng
v~moaels of thc teacher be created as the programs are developed and
1mplcmented As,nuch as 1s,ppss;ble, the performance models need to
‘ 1. _D/namlc modela whlch can unify vast, complex’ progrars and 01ve _
- clear puidance to developers. .(The Pi sturgn Model is very . L
‘ strong here ) - ¢ : '

- . - . oy
N .

. 2. Rat jonalized coxnceptualizatious wﬁlch relate the coapcnedes of
teaching to ona another and, thus, lead naturally to related
program "Components. (Florida State's conception is heuristic.)

N -
’

3. Clearly rel ted to the systems which surround the teacher—-
" material, other persannel support systems, and decision- .
‘making system‘\ (The CowFleld Nocel is heuristic in thls

~regard.) \ . :
] N 0 ! w B
4. sProvide Eome gulaance for the task analysts who will break
“down the major elements of teachlng behavior into a clarified’
system of objectives. (Toledo prov1des a-useful example here.
. Its description of the teacher provides clues for analyzing
- " and sequencing behaviors. - Georgia- does also, out to a lesser
extent.) o . . . :

. Ter 2
. T -
\ R

It Co JAn addltlon developmene needs to ensure that a much widex ranoe
: ' of theorles about Leachlng enter the models which tend at preseﬁt
to emphasize: very“dlrect presenrahlonal methods of teaching, aany
other strategies. are alluded to and there is ‘room for them in the -
form of the programs, but the conceptloa of the teacher needs to -
~ »make much wider and nore imaginative use of a vastly broader range
—_— of teachlng behav1ors than has so far been the case.

% .o

i e R o o R : : . .
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All of the 5fovra ms use a modular curriculum orﬂanlzﬁtlon, the
training of the .teacher is orgqnlzed in sets of units each contain--

-ing specific objectives, alternative act1v1tics, and evaluatlon pro-

cedures. To this extent they employ a common strategy, one wnich can~

" not be implemented for a large number of students unless it is accom-

panied by contemporary management technology to relate:the modular units
to students and provide fecdback about the progress of individuals and
tue successful and unsuccessful elements of the program. Within the
common modular approach there'is room for many ctrategies of learning
and a wide range of content. A scries of analyses were made of the

program strategies and these are rcported in this chapter in the
following order:

1. A_classificatibn of program components by content.

2. An analysis of ways of increasing program unity and decreasing
- fragmentation within modulax -tructures. ' :

3. A discussion of the use of‘cybctnetic psychology and simula-
" tion in systems approaches. _ . . n

" .

4. An identification of promising practice:for personalizing the

1“. education of the teacher .n managed, modular curricula.

5. An identification of strategies for iImproving seygfai of” the
models on their own terms. R '

” ’ . -



A Classification of Propram Components by Content

- - WQ will bcgin by comparing the programs-in texms .of the grose con-
o tent: and strategies components that make them up. . Because an important
‘consideration in implementing the programs ‘is the extent to which their
- components differ from the components ordinarily used in. teachcr edu- -
cation programs, Table 4.l (sec pages 125-126) is constructcd to pe*mit
.a comparison of the content -of the model components with-those typical
of teacher education programs in recent year The chart also includes
an estimate of the distinctive epvroach ‘of' cdach program. - e

‘ ‘

.+ Georgia was selected as representative of the prooram of relatively
homogeneous modular structure; which include Toledo ‘end Florida State.
Michigan State was selected because. it deals in great detail with a
comprehen31ve four~year liberal arts/professional training: program.
;Syracuse and Massacpusetts represeat less 'homogeneous training pronrams
' which also. characterlze ComField and -Wisconsin.
: To make the chart, the conponents of ‘the approacn described by
. Lindsey and Stratemeyer as the reccmmended or prevailing prograa of
" - recent years were identified. - Then, Michikan. State.components were
C identified., = Those the same as the traditional ones were identified
as such and those_th t differed were added.to the list. The other T
programs-wexre treated in a like manner, resulting in a list of all- p
components arranged so .that it was clear whicn componeats appcared
in one .or more of the programs.-

8 - : -

- In addition, the general approach of each comvon nt’(its teecﬁlng
-strategy) was noted, For example, the Syracuse ‘philosophy" component
employs ' seminars and readingS*‘as its- erategy —~The--"'behavioral' com-
ponent from the Massachusetts nmodel uses "micro- teachingYand feedback.”

o

~ "

In ad&ition, several veneral strategies were evployed to a great
extent in several of the programs. One we characterized as'a modular,
‘performance—oriented approach with self—pac1ng by the: student.' - Where
o this strategy was used -a ' check mark W appears. In addition, if ‘the
T “  student is given options that" personalize “instruction as,well as pace’
- . it, the check is crossed (\X’) Thus, in-the Massachusetts model, the e
"science component is modular, personalized, and uses a stratcgy of
'.1aboratory workshOVs and courses. . : ) : .j"

\

>

Looking over the chart, it appears. that most: of the new wrograms
included the components ‘of the Lindsey- Stratcmeyer approach ‘put. - -,
included some others as well. A fewof the "traditional" components .
‘missing in the present models will no doubt appear as -the development *
phase continues. Prcsently ueorgia includes.physical education but
. the others don't. Almost certainly, however, the others will decide
- to provide physical education, as development takes place.

=
. . . . i N . el [P I N
. - " — n ~ PN , ) »

\.

1A. Margaret Lindsey and Florence B. Stratemeyer,JWOrking with Student
. Teachers, New York: Bureau of Publications, Teachers College,
Columbia University, 1958.
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“hand, it is odd that a larger variety of components did not arise from

i e . 124
"~ I3 ) - . . . .
The prOhramg have distinctive characteristics that color all treir
components. For ecxample, the Michifan State program is neld topether
by its ‘massive storape and managemcent system. This system males all

prégran elements visible to ail faculLy and "students and permits

¢
various program chunyco to be made casily. As some of the other models

. are further dchlopcu they will uce similat systems. Syracuse ig

charactétizid Ly the intent- action-fcedback paradigm (described in
Chapter Threec), which provides students and faculty with continuous
knowledge about the appropriateness of actions and outcomes. to inten-
tions. Various permutations of micro-teaching anchor the Lassa;nusc ts
approach which also has big helpings o6f human relatiéns training th:ouﬂn—v
out. Georgia is characterized by its steadrastly nodular approach and '
bchav1or—m dification training tecnnlqucs.

The great 51nllarity of program content to traditional programs
should make implementation easy on ofiec count, since the programs bring

Ll

relatively li:tle new content to teacher education. On the other
the effort to create new teacher edidcation prograsm

0dd, that is, unless one considérs that in a0t cases the projects |

. to ,creaté the models were organized in teams accoxulnq to the tradition-—

PRV

al component-areas. As p01n;ed out in aoteL Three, most of ther model-
builders did not construct a geheral model of the teacher and then break
it down into componeﬁt.clc“ents. Rather, a general idea of the teacher
was created as a guideline to the development teams (as the Clinical
Style of the Michigan State approach) and then teams, ulrcady organized
according to major areas of development, procesded to work constructing,
the behavioral elements (objectives) of the program and the activities
which would be related to them. Thus the organization of the projects
predetermined .that most program conponents would be tradltiOdal Only
wiien a development team was orgenized to include new areas (as L.
Massachusetts with “benav1oral” and ”human relations components) could

"7they arise. o . - o
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However, the program strategies uniformly ipcluded a rodular orga--

~nization. This is the major departure from the ttaditional p*ocedures

and permits an individualization and’ personalization not remotely’

- possible 4n the semlnar/course/pract&ce—teacblng structures. of the

traditional/programs. Also, conceiving the teacher as a bchaviorist
(see Chapter Three) greatly influenced specific program content. 3

Against Fragmentation: A General Feasibility Problem

7

'_In large modular program structures a pcrsistent problem is to
establish relationships among modules so that the environment which
is presentad to the student has an integrated and coherent character.

Soltis suggested that the program models could be classified as

.o.-‘

1.7 “Atomic," in which modules as présently specified aﬁbear to
" be almost completely independent of each other except for
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. their comnon membership in a manapement system.

2. “NOlCCU]aI;” in which there are some conncctions or systems
fo, integration, but the inteprated clusters are not comnected’
with one another. :

3. TOrganiC,” in which they are explicitly related and seen in
terms of interrelated functioning in the individual.
9
In our view the orpanic level is most dcsildolc and increcases th

o)
]

feasibility of a model from the point ol view of all parties.

It cannot be acnieved without an 1nuegratea, worﬁlng, "neriormance"
model of the teacher. As indicated in Chapter One, gnly Pittsturgh of
tne eight models which we analvbed remotely apprcacned a working rocel
and that was aciiieved with a narrow, specific view of the teacher (not
a criticism!) which many might not accept or, if tncy did, might fecl
should be complemented by otner types of teachers. S

Thus, most of the models would have to change their conceptiong of
the teacher in order to be able to organize theglr program organically.
The rema1nder of the programs we c1a5°1Ly as follows:

\I

Figuro 4. 1 Proarams Classified by Inte~*a*10n
of Modular Elemcats >
_' - : Totally
Sub~Atomic — —t— | 4 i } } — Integrated

"Atomic" "Molecular" " "Organic"

Michigan Toledo Syracuse
State < - -
Florida State .Pittsburgh
Ceorgia : .
R Comfield
Massachusetts  Massachusetts
(Skills)  (iuman Relations)

- . S
5

Inteér&tionrof elements ‘can be achieved in several ways. by design-

‘inn types of linkages which can be used, dur*no developnent, to specify

interrelaC1onsh1 § among program elements.
P prog

The Syracuse Model had several devices which could greatly enhance
the integrated nature of scveral of the other programs. This.was .

‘especilally true of Michigan State, which with its useful storage ystem,

could advance its eatire structure to the molecular and perhaps the
organlc stage, simply- by employing this dev1ce, if the llnkages were
related in turn to the "“clinical style."

The Modular Flow Chart of the Syracuse Yodel (Figure 4.2, see.
page {27) illustrates their sysﬁem for relating clusters of activities

ﬂp01nting to-an obJectlve or group of objectives. It serves, during
" development, as a systenm which remirds the developer of the range of

activities available to him and helps him relate a variety of modes of
instruction to each other to develop a particular competency or 'group

-
5

A h
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- of related cOmpétencies.' : ' L

o _ Such dcv1ces could relate Ctivitie: uertn*w4w';not only to one
domain. of ‘development but to several: . For cxamole, in the Massachusetts®
Model, sequences - of activities within: the bcnayﬂordl chuman relations,
and content areas could be related ‘to each othcr thcouoh an abmeﬂCCG‘_
System such'is was ‘used by Syracuse. IR : :

In a scnse, what- this type of device does is ensure that the concch
of ‘module includes only fSeaningful units of activities so thvt the student’

'is not thrown into a mass of act1v1ties over ooJectivec too small to be
functlonally meanlngful - N . ' TV

- : B . i}

There are several other ways in wnwch well- develOped elsmenrs of
-s6me models can be employed to enhance ‘the structure of other models.

v
o

‘Simulation and_vaernetic Psychongy

e PR
oo -~

Wost of the models Drov1de expl*c1tly or. 1mpllc1tly for conSLGerable
use of blmulatlon in training ar;1v1t1es.' ComTield is especially
‘thorough in the integration of a teaching laooratory through out tbe
program and represents the most elaborate descllotloﬂ of the use of T
qlmulatlon tnrouqnt teacher educatlon to date, altnouqh mucn~spec1fica—
tion remains to be -done. g

The ratlonale for the use’of 31nulaulon is ;haL 51tua;10no léss
conplet than the reality «of the -classroom™ pcrmlt the teacher to mastex
skills whlch are very difficult to learn in the. taying chéos. of. tHe
classroom and dcrlvatlvely, ‘help hir prepare. for that'comolexltv by
achieving competency before taklng responSLblllty for, tHe education of
chlldren. o o R T _ :

.
. a o ¢
' . AN

o B s :
Slmulatlon desplte 1t° llmlted use to date in teache*'educatlon

“has been used w1th oon51qevable ef fec,tlvcnese ‘ih the tralnlnﬂ of such

complex personnel as airline pllot and. nlgH level mllltarv tac11c1ans.

There is little douot of its potentlal in the tralning of teacners.' _” .

. In all prev1ously succeosful uses of 31mulat10n ehe ba51s of the"
31mulat10n system has been"a. cybernetlc model -of the- functionary
(oroadly defined), who is to result, ' This does not mean that the -
dcscr1pt1on of the functionary has to be in terms of a.rigid: admini-
.strator of pre-set procedules. On the contrary,.one of the.most "
rinteresting potcntlals of simulation is for: the ‘training of problem-— .
solvers, In:fact, there has already been at, ledst one experimentdl use.: -
of 51mulat10n in teéacher frainlng in wnlch the goal was to increase: the
flex1b111ty with which the teacher would perceive the learner and '
modulate his behavior during interactive teaching. howeve,; it is very
dlfficult to“plan for the ehtensive use of 31mulatlon unless thefe is

A . & N . :
B N PR - . I

5 RS P
o

. " L A - ca
. . - . LN & ‘

. lBruce R.zJoyce, Peter Dlrr,’and Dav1d L Hunt "Sensit1v1ty Lrainlng ;h

for Teachers: An ‘Experirient."” The Jourral of Teacher. Educatlon, Vol.

\X Yo. 1 (Sprlng, l969), PP- 73-83.

- pa
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, 52
an effectively functioning model of the perfo.hcr who-is to emerge
Development of the simulation experiences specified in the program

medels will have to be accompanied by the &rcation of wore coinplete

and unified working models of the teacher (as indicated throughout

Chapter Three). A little claboration will illustrate the-point. &As

specified in the present versions of the model, simulation can function-

to: . _ - ) "
A.. Introduce new arcas of development..(The realistic, controlled
confrontation of simulation helps the trainee become aware
of the need to learn and clear about how the new learning
wll relate to his performance as a. teacher ) P

B. Provide for the operationalization of learnings in the form |
of teaching performance. (Learnings from other modes becone
integrated in performance.)

C. -Provide for the integration of several domains of learning.
(Simulation can present opportunity for the successive incor- -
poration of new skills and other learnings into operational
performance. ) ' ' '

D. Provide for = gradual increase in complexity so tnat the de-
veloping teacher can deepen and extend his skill.

E. Personalirze the devclopmcnt of the clinical style. (ComField
nas significantly grasped the possibilities of simulations
which leave much room for personal style while requiring pre-
cision of performence and accountability for results.)

1f we consider only "C," the integration of learnings from several
modes and domains, and 'D,'" the staging of complexity, it is apparent
that neither of these can be achieved without a cybernetic conception

~which relates growth in several domalns and conceptualizes the possiblc

stages of complexlty

Personalization of Learning

Aside from the considerable power which modular curriculum struc-
tures have for facilitating the individual pacing of learning through
pre-set sequences of activities, a feature which is shared hv all the
program models to a considerable degree, to what extent do they person-
alize the:education of the teacher, nelping him develop his uniqueness
and actualize a personal style of teaching? :

The clhiart on page \"32..gives our estimate of the relative power

. of each of the program models to personalize the teacher's educatior,

(W

Pittsburgh, Syracuse and ComField cach employed devices which
could be emplyed to increasc the personallzatlon of the other models.
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. through the. brogram. ' ' ‘ . e

-

Figure 4.3. FExtent of Potential Personalization of the
. Models for Elemontarv Teachcer MEducation

PR s

Ve

Personalization - Personalization -
'Piétbburgh ‘ e .
Syracuse - , -
. _ ComField ' ) SR
' 5 ) Michigan' State - - ° . A
e N Florida State o A
Toledo ' ' .
. U T ('ﬁasseehusetts : - - .
- : Georgia ' '
T ! ! -
Pittsbhrgh'arranged a faculty-student relaEionship which -provides
for reégular progrom-planning for each-student with continual re—set:ing

of goals and development of means suited to the personal style of thé

teacher-candfdaté. While the mechanics of this .are not by any means
fully worked out, it scems feasible to develop: a counseling system
which could provide, in any model, for counseling relationchips within
wnich faculty could modify experiences to suit the candidate or help
the candidate plan and carry Sut individual learning activities within
the resources of the plogram. .
. ALY . '

- Syracuse. enploved two primary devices. One was the genecral con-

‘ception’ of the teacher as a problem-resclver, a person who would use

general profe551onal knowledge and skllls to solve prcbleﬂe but who .

. would have the personal capacity to generate vays of approachlng \

problens. Thus individualized and personalized experiences: alternate

v
1

:Second Syracuse provides for a "

- zelf-directed component' which
they describe ds follows. : '

4

Self-Directed Component. This component is intended.to foster
independent, self-directed activity oriented ultimately toward
professional ends. It has considerably less structure than
.the preceding components particularly with respect to the. -
subject matter which w1ll make. up the component. It does

have the structure prov‘ded by’ specific gouis and the sup~
porting instructional situations which characterize .thé com-
ponént. The essentlﬁﬁ task for the student-in this compo-
nent is to (a) determine what changes he would like to see
take place in the chiloren he teaches, (b) describe’ tHese

- " changes behaviorally, (c)-determine what specialized train-

ing is needed (in addltion to that provided in other com-—
ponents of the model’ pzogrzm) to help him.in the accomplish-
ment of these goals, nd (d) to acgomplish such ends’ as

. he has apeelfied with the puplls e teachers “during hig

-+ ' " resident year.

- . . v
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ness of each model app*oach’und to ask the question
. model be 1nproved 50 that 1t$ unlque strength is eﬂnanped°” .

A .

" The component provides a firm helping relationship.
in the performance of this complex task. The student -
selects a counseling-advisor with whom he works on a reg--
ular basis. ¥This relationship between student and coun-
selorjadviéor is an enabling relatjonship combining the
talents of the counselor with the tale :nts of a generalist
in the field of elementary education. In addition to this

one~to-one reclationship with a2 counsclor-advisor, the

. Student may participate in one of the student- -controlled

enabling seminars of about twelve students each. These
activities are to be supplemented by a st:uci«?_nt—,g:ontrolled"J
weckly newsletter for expressing ideas and concerns about’
the profession and the program. . g

The student develops a 'planning and goals' paper
around which his self-directed activities evolve. He is
ultimately expected to realize these plans and goals
through his own independent activities. The goals toward
which this component work are the goals of professional
independence which will enhance the dignity, integrity, and
autonomy .of the qtuaent as-a teacher, help him take respon-
sibility for his own learning, and help him to independent-
ly modify his own ideas, values, and behavioxr. From-this
self-directed activity would come {a) continued increased
understanding of the unique qualities of self as a teacher,
(b) the development and implementation of a personalized
set of educative experienced culsinating in a professional
specialization that transcends the general training gained
in the basic program.,l

-

g

. ComField makes effective use of a teachlng laboratory which
utilizes many simulated teaching tasks and encourapes the development..
of a personal teaching style as well as the mastery of prescribed
professional knowledge and skills
siderable potential in tnls direction.

-

Indlvidual Prgg;am Stratewies

o a

_ The prograns aft so\massivt that. to characterize eacn offthem
adequatcly in-a report of teasouable length and clear enough. gtrutture
is out of the question unléss onc severly limits the perspective he .

‘The simulation laboratory has con-

The’ perspective we ‘have chosen attempts te identify the unique—

Ihls question appeared to us to be of vital impqrtance to the

- :'developers' of, the modcls, since the basic question for the developer
and implementer of a model is, "Aside from the systems- approach, with
-the empha51s on performance goals, a modular curriculum structure,
management oriented toward 1nd1v1dualizatlon and quality control

£ - .

: I%yracuse bniversity, Ibid., p- 25

- v . )
. .. . . .

"How can Tthis

and



features shared by .ali the programs, what is the unique strength of
each model and héw can that quality be capitalized on?" '

lience, -in this section we attcmpt,to-idestifv the most p*omiﬁcnt
and potentially unifying element of each program model and recommend
procedures which are likely to dncreasc the feasibility of the model ‘
~e by capitali.ing on its essential strength. Many of the recommendations
for each model are borrow1ngg from other models.

£

Taking the Nodels on Their Cwmn Terms
P ’ N
To make a fetisn of internal. consistency is am ugly form of
. pedantry. If we avoid fetish, however, there are séu e-strlbing
advantages to educational prograns that have a high degree of inter-
nal consistency, for reasons that are wmuch more than the brancishing °
of theoretical clegance. . An educational program that stands . for
-something both in terms of mission and means can have a unified power
and clarity which grcatly increases “F“jvalue.
- In this section, we attempt to.characterize the essential "model
for the model" of ‘each of the _projects and déscuss the extent to
which the program which is snecit*cd accords with that model and
what would need to'be done to bring the program more fully in line
. with what seems to DE the fundamental conceptions that give it its '
_ gredtest strength. +For those who would further develop and 1vole~cn§’
.. . these models we fe€l that this may be the most valuzble enterprise that
' ' Etey canengage in. All of the other criteria by which we look at the
asibility of the models and most of the criteria by which the thenm-
selves looked at feasibility during their Phase Two activity are exter-
nal to the structura of the individual models. There is validity in
the use of these external criteria and ncarly each one of the models
s " can benefit-by applying them during the feasibility-making stages,
. ‘but 'to give a program maximum strength and integrity it should be
developed so that the "model of- its owni model” has full ehpre331on in
the program that flnally'comes into existence.

1

- Floridd State Universitv. o ' o !

The Florida hodel is philsophlcally built on a concern for a teacher
of ten years from now. _— .

v
B )

\ The ratlonale for thls model prog*am.ls based upon: !

: : ;; 1. predictlons of what society and educatlon will be .

N ;{ - -like by 1978

2.. inferences about the nature of teaching and .the role -
of the elementary school teacher by 1978; and '

3. 1mplications for the preparatlon of elementary scnool
. e o teachers.

[N

I . .
Florida State UniVEISlty, A Model for the Preparation of Elementary

: Q School Teachers (0E—58018) Washington D C.. USOE, 1968.° p. 3.
FRIC o
rorec oot v 5 '
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They thus begin with a rather Sound idea that 1f we plan a tcach~
er education program today, its graduates wildl be at about the five-
year point in experience about ten years from now, and, at a minimun
we need tolplan so that their preparation will be suitable for the
world in which they then find themsclvess Florfda s spent considerable
effort in speculating avbout the future and the kind of perscn who
would be able to operate effectively in the schools of the futyre,

We feel that this is the essence of their model-~an attempt to use sys=~
tems planning to forecast the future and that systems procedures to
develop training modes which would be approvrlgtc for the future.

There are certain ways in which Florida fulfills its intricate
model vdry well. One of these w ays is by using a variety of modes of
‘instructiwg, thus énsuring that the teacher in his own training will
encounter m finologies and experience many strategies for learning
‘and teaching, this learning at £irst hand how they can be orchestrated

. ' in a fully contemporary way (see Figure 4.4, page -i Z6). Since all of
these modes emphasize self-paced experiences and cxitcrlon—refcrenccd
performance evaluation and all the activities are monitored by a coa~
puterldbd nmanagement control system with {eedback capability, there is

. a definite £utu;e orientatlon to the texture of the Florida Medel,

[N

However, wihen we look at the substance of the modules themselves,
to' the kinds- of teaching skills which will be taught and the kinds-of
knowledgc whlch will be cau,nc to the teacher, the picture is not so
future oriented. It is, in fact, not very d¢ifferent- from what has been
the content of teacher training programs for at least the ‘last forty
years, with soug updating of content. The corception of the teacher,
in other words, does not scem to be as future oricnted as doés the con-
ception of the need to prepare him.in such a“way that he will have a
future orientation. Furthermore, there is very little provision for
the development of reflective or creative thinking in the Florida lodel.

e * A teacher who would be comfortable in the fast- —-enmerging future society

ﬂ///" : 'ftwhich is depicted in the early sectious of the Florida document would
7 ‘ surely need to be philosophically prepdred to reflect on what w=as hap-
r - pcnlng to him, to gain some historic¢al and philosophical perspective

on the events that surrounded him. Further, he should be prepared to
v "help others behave rationally while llving in the midst of such rapid
T and unpredictable change.

‘We believe the Florida Model would take on greater strength if,
as it 1s redeveloped for implementation, the. view of the teacher is
P reconceptualized in a more forward-looking way. That conceptualization
should, in our opinion, conceive of him as 3 philosophical person using
his technology and building on it a_new technology, but with the reflec—
tive- and creative-thinking Cgpablllty to master thechgnglngfuturistic
- environment in which Florida believes he will find himself.

?he'ComFigld Mocel

" The essence of the ComField Model lies in the concep;ion of the
. teacher as an instructional nanager who is able to bring about learnlng
in children. 1In its program methodology we can see the desire to help

o - | SRS | . o !
FRIC . S e e | .
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Individual Activities

S Oap bompdtcr-lnteraction
Int . 7 Inferview ;nd Consultation

1S . .Iﬁdependent Study - . .
LAV - Labﬁfatory and Audio-Visual

Wro . ﬂv;iting

Group Activities

bsc Discﬁésion Group
Lct _ N Lec;ure

Prj. Proiect

Prs Presentation

Field Observation

Ocl Observation in Class y
00 'Observation in Other Site |
'Simulétion ' J '
Sm0  Observing Simulated éituations‘
SmP . Eroducing,Simulation
) Téaching
Tel - Classrobm
Tsg - ‘ Small”Croﬁp

Tt Tutorial (one student)

Figure 4.4, Experience Codes

ihe Fldrida Sfate'UniVersity, A odel for the/Preparatjon of Elementary
-School Teachers, (OE-58018) Washington D.C.: USOE, 1968, p. 55.
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the teacher develop arpersonalized style for manaping instruction and
for providing the management-support service necces dary to instruction.
The usc.of the laboratory for training is very much’ id line with their
view of a tecacher and how he should be trained, for it provides many
opportunities to develop both a personal sLyle and technical proficiency.
In_other words, the use of the laboratory provides the setting in
which the teacher can be trained and evaluated in a way conJOﬁant w1th
their 1mage of the teacher.
However, there are sevcrcl unreqolved oucstlons withln the Com-
 Field structure which, if they were resolved, would greatly increase
the potentlal power of the model. First, rthey stwess throughout that
" the teacher candidateé will Be‘able to ‘negotiate many of the activities .
that he will pursue as he tries to prepare himself, yet the objectives
e of the teacher education prOﬁram are derived from the 'specification
~ of the kinds of objectives ‘that might be set for elementary school
- students and the kinds of conditdons that would be likely to achieve
those objectives. The teacHer“presumaoly will be trained to produce
. '+ thoseé conditions and to evaluate the outcomes. This means that many.
of the. ob]ectlves aﬁd activities will be specified for the teacher., = __
It<is not erplalned how' a system external.to the teacncr candidate s
would be reconciled. with the intent to have the tcacncr largely deter-
“mine the naturé and course of his own experiences. There s recogni-
tion within.the report that some objectives are reguired of all teach~
ers and some simply of those who are. going to be specialists or work .
with specific kinds of children, but this acxnowledoement does not
. resolve the basic question, which is how within a systems design,’
does one allow for student negotiation. There are a number 6f poten-—
tial solutions to this problem. The CcmField Model developers might
look at the kinds of devices generated at:Syracuse to appreoach a-
similar problem. "For example; in the final report on the ComField
Model, we find the definition of teaching style as well as the spec~
ifications for the personallzatlon of the process of teacher educa-
-t ™y tions : : ,
o T R ,

| Teaching Style .

As used in ComField, the concept of teacnlng style-
~ ' refefs to ‘the matter of integrating and synthesizing the o
' various professional competencies develop through Com~ e
. .. Field into a unique and personally ‘relevant approach to
s teaching. .It is hypothesized that two factors are neces~
T sary to bring this. about: (1) a knowledge of alternative
.. styles, and (2) an opportunity.to practice alternative
I ‘styles. - ¢ ] _ o

Specifications

1. Each s;udent.shall be exposed to alternative
teaching styles through fodels. .

) © ? - 2. Each student shall explicate his own teaching
: ST style.

s L : o - o o :

T
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3.‘, t.uc‘l stud crt is to provide a rationalc¢ in support
of his preferrcd teaching stvic.

4. Each student will have a series of nonevaluati
interview within wihich teexplore the meauning of
behavior observed in the laboreatory and practi-
ccum for the learner's definition of teaching style.

Specifications for the Perconalization Process

There are no specific, *naenendgﬂf learning expericnces
within the ComField instructional program designed to bring
the personalizaticn of professional competencies about. Per-
"sonalization experiences are always a part of an instruction-
al- systém designed to produce a given competency and will
take whatever form that is recuired to pernit the exnlora-
tion of personal relevance or neaning within that system.
(See Figure 4.5, page 13%.) Almcst always/it w:Ll1 involve
contact with another person, however, eifher a peer or a
menber of the staif; and it will almost’ alvavs focus upen
the affective dimension of theat which is being learned.

Since there are no specific provisions for the process and
since it has been described in some detail as it links to
the development of professional competencies only the basic
features of the process will be described. These may be
considered as specifications.

1. Instructional activities designed to incrcase
‘ students' awareness of their personal qualities
' ' and the implications of these for teaching style
- ares to be included as an integral part of the :
- - program. '

2. Assessment of all cognitive outcomes is accompa-
nied by an assessment of the commitment held to-
ward them.

3. Assessment of student performance is accompaéiéd
by an assessment of the congruence between behav-
./ dor and that basic perqonallty characteristic of
the’ student. '

4. Performance below criterion level leads to assess-
ment of the basis for the failure and consequent
renediation. ' Dismissal is more nearly based on an
apparent lack of 3otential to perform the- taqk
rather than a punitive or arbitrary measure.

The last staﬁemcnt in the description of the personalization pro-
cess at the top of page 104 says 'performance below criterion level

' leads to assessment of the basis for the failure and consequent re-

ERIC
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worthwest Regional Educational Laboratory, A Competency Based, Field
Centered, Svstems Approach to Elementary Teacher Education (OL-JLOZO)
Washington D.C.: LGSCE, 1568, Volume I, pp. 102-103f.

I:"
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mediaEion. Dismissal is more nearly based on apparent lack of poten-
tial to6 perform the task auncr than a punitive or arbitrary mcasure."
Evidently then, within the specifications for personalizatidn we Have

provisions for "deselecting' studeats who dé not meet previously

. specified performance criteria. This is a strange kind of personali-

zation. . - : ‘ ‘

The Syracusc personallzation component, fron whlch we think the
ComField developers could borrow profitably, while it is very loose
and somewhat unspecific in many places, is oile way of providing for ~ --
the reconciliation petween the personal: nncds, interests and cpbituces~
of the student and the relatively rigid character of a ﬂodular systems
model which is accompdnled by quality control proceaures. .

O

“The Te:chers College systpm of organlzalno students into 1nou1ry
groups which administer most of the teacher education program to them
selves with the assistanc® of faculty counselers aiso provides-a great
deal of room for the kind of personalization that COm-lEld says lt
"wants but does not seen .actually to prov1og, because it permits students
to redefine goals and”rf®ans while hkey move through the program.
Quality contrpl is vastly complicated.by sagh a procedure.

"

The Michigan,state storage-and-retrieval svstem for modules also
provides a matrix in which personalization might be achievable. By
raxing all faculty and students aware of what modules reside in the
information-storage-and-retrieval gystem-the personalization of a pro-
gram becomes much easier, for the structure of the program becomes
transparent and can be matched much more closély to the style of the -

“individual. Without- such a matrix and a guidance component to help

-

Q
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the student retrieve and learn the modules that are most appropriate
to his needs, the flexlb llty of the s stem ﬁodcl with respect to
individuals would- remaln more apparent than real. B : Eh

T

The Universicy of'Massachﬁéétts Mogel

The Massachusetts Model'empﬁaéizes in philosophy the need for the. *
1nd1v1dua11zeq perparation of the teacher and an Lntermlngllng_of
human relat101s skills, teaching skills, and content knowledge! How-
ever, these are describéd-so-separately that the Massachusetts odel
does not seem to have an essential point of view which unifies it or
which represents its character or the character it would be likely to
take on ‘during deVLlopme1t. As is pointed out in another place, a
-suprisingly large number of the Massachusetts modules do not have
objectives which reach our criteria for benav1orallty and,. thus they
could not be. 1mplumentea as they presently .stand.without tremendOUSly
gruater specification. Furthermore, within many of the important com-
ponents such as the teaching skills or the "behavioral' component, the
skills often secem trivial compared with the rather strong. statenents
of needed teaching strategies which characterize scme of the o'ler pro—
grams such as Plttsourgh Syracuse, Michigan State, and the ComField
Model. The ‘objective of one module, for example, . is Mto get tﬂe tcach—
er to ask as‘many questions as possible during” the lesson, so that a’
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beginning teacher's dependency on the lecture method can be overcome.'

This objéctive is- didturbln 1y chaotié.  Furthermore, to ask a tcacher -

to "asik as many questions as-possible' scems irrational--docs ne ¢o this
rcgardlcbo of what the children do? -Also, does the instructional alter—

native (four micro-teaching sessions) have any real chance of reducing
someone’s dependence on the lecture? In other words, we had a pood

deal of difficulty detcrmining the esscntial charactcr of the Mas;achu- b\
setts Model. :

a

horeovcr, the program is dlmost completely thhout a nhiloqopAy, ‘
although it does deal with the affective development of the teacher to .
a laudable extent. Dealing with emotions without a philOSOp“y can "
;becomc unnerving at times. A module, for example, has as its objec- K
tive within the area of race relations ''the ability to Tecognize and ‘

dcal with fear and sexual attltudeg.”z_ fhe instructional altcrnatlves A \
are as follows: , . o . .

The ‘trainee will participate in a fanta LSy storwinﬂ o o Ve
e session about fear-of physical attacks by blacks. Sessions-- . ‘\
o all whiter-will be nour—long and run for six times..’

The trainee will participatt in an all-black fan-
tasy stormlnn session abouL fears and hatreds of whltes.
Six se951ons, one hour lono

The trdlnee will part1c1pate in a fantasy storming
session about“fear of physical attacks and sexual abusé.
' - ™ 3 . . -

‘'The team that 'examined this\model_is'agreed that the ability to
‘recognize and deal with fear and sexual attitudes in a racial context’
is very unlikely to be changed very much by six hours ‘of fantasy storm-
ing sessions, and it seems: almost a Xafkaesque world that would suggest
1., that such might be true. Certainly fantasy storming sessions might
bpen up such attitudes so that people could articulate them, and that ‘iﬂ
mlght be the beglnnlng of symbolic control, but if .one really has fear, '
sextal feats partlcularly, that are racially linked, there will be no
short-term course of therapy, even intensive therapy, that will change
those fears; to pretend so is ridiculous. -"The Massachusetts Model ‘is
. full of such absurdlties. On one level they sound attractlvc because
‘the Massachusetts Model certainly does deal with racial issues, ethnic
issues, and one's personal need to:'develdp a fully functioning self in

" a world which 1is laced w1tn racilal, ethnic, and eccnomic class conflicts._

"However., when one logks at”™ ‘the SpElelCutlonS and finds out that a
modular curriculum has been presented in whlch relatlvely short 1nstruc—

1Univers‘ity of Massachusetts, Model Blenen;ary Taﬂcher Education Pro- : °
gra (OLE~58G22) Washlngton D.C.: DSOU, 1968, p. 264.

2‘. } .
Ibld., p. 258. .
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tional systems dre supposed to be effective in those arezs, one has to
questions the sincerity of the cntirce model. : .

The whole section on sexual awareness In the Massachusetts program
is similarly suspect. For cxample, let us look at sections from the
final report of.the project, pages 252-256.

In this entire section, the Massachusetts Model, quite laudzbly

“in our view, gets intp areas which are extremely important in the

functioning of the individual, both personally and as a teacher, and
the designers of the Massachusctts Model do not shrink from a sub-
stantive involvement with sox or anything elsc that they think is
important ‘to the development of the individual.

»

I
activities are not clearly related to the objectives. In
ical as sex, this seecms to us to be a2 fatal blow to the fe

However their perroimance critc,'i‘a are highly U’.IIS';CL.]..).'iC and their
3 [ }
area <

T
sinility o

the program as it stands. Ihe wmore critical znd personal the arveus, it

seems . to us, the more we nust strive to be very speciilc in the descrip-

tion of objectives and activities, and the clearer wt must be abour the
o

[ Lou
potential relationships among them. Evaluation in areas as critical
and personal as tihese becomes a matter of tne protection of ¢
as well as the. assessment of him. '

In addition, much of the material in those areas secems to be very

loosely constructed. . For exanmple, in tcrms of the physical awarencss

of sexuality, the instructional alternatives are:

’

The teacher trainee-will participage in an Esalen-type
seminar or series of seminars which centers on the freesing -
of the body,and its sexuality.

The teacher trainece will teach a ten-minute micro-teach-
ing lesson on the discoveries he made in the above cescribed
seminar(s) noting especilally the part of his understanding
that is significantly nonverbal. .

There is really only one instructional alternative here and it
occurs in two phases, one of which is quite extensive (the Esalen
seminar) and the other of which is simply a ten-minute lesson. How
these relate to ecach cther is not’specified nor are we told what is
to be done with the- tea-minute episode in order ,to help the person
perceive what hc has learned and develop  some views of himself in
rclotion to the important area in question. A more powerful philo~
sophy in the llassachusetts Model, we believe, would have avoided
superficiality and disconnectedness of this sort. If omé really
cares about his traince, one simply dces not put him in encounter
groups, ‘and then assume that the objectives of those groups have been
achieved. He may use encounter grouns to open up personally impor-
tant areas and then provide experiences to help the student incorporate

bl ’ :
“The University of Massachusetts, Ibid., p. 254.
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those experiences- into hig overall pattern of functioning.

In shorc, to live_up co its rhetoric, Massachusdétts needs a
philosopuiy. If it gets thrc, as well as a more uﬂiiied‘modcl of the, -
teacher during development, it could become a faccinating progran.

N
l . \a

-ations it is likely to have.

The Michigan State Model : ' vl

The ZSTEP }odel has as its essence the clinical behavioral styley -
and 1t conceives liberal and professional education as contributing in

varfous ways to the development of that style and the individual vari-,

Y
B

The program is well unified around this conception of st¥yle, but

a tremendous amount more could be done to unify the 2,700 relatively
single-purpose modules into wmeazningful clusters, as is described on
pages 144 and 12%. In addition, the modules themselves are extremely
uneven with respect to the specification of objectives, pre-requisities,
and evaluation. The specification problem is easily rectified in a
progran which is developed aqver a longer pcr*od of tiwe when there is
time for a more adequate quality controlsthan was possible in the eipht
months in which the original mocels Lad to be COxplCted . ’

To néke the essence of the model really powerful, however, the
BSTEP developers have to face a very complex and delicate problem, one
which, as they resolve it, should have a considerable yield for the
improvement of systems design procedures. That is, the extrame disjunc-
tion between the program and the clinical style that the teacher trainece
is himself supposed to manifest when he has completed -the program. A
student, in other words, does not live the model he is ex cpectdd to be~
come, but he lives in a very specific modular structure which 1is sup-
posad by small increments.to bring about the general kind of behavior
he is to marnifest later. The style of the program does not fit the

behavioral atyle whlch the trainee is to adopt later.

The solution to this problem should pro ably-be unique to the
BSTEP Model, but developers can borrow ideas from some of the other
models as they scarch for their solution. Espgcially, they might borrow
from the Pittsburgh Model, whose program has almost an exact congruence.
with the type of teacher who is to be produced It.scems to us that it
would be possible for the BSTEP developers to create a way .in which
theit program could be administered to the students with the same clinic-
al style that is specified for them. For example, a counseclor could
propose to and with the student what he should do next, then the student
could operate as a self-teacher, or in taking seminars or lectures wnich
are led by others, he could share the purposes of the teacher. He could

"then further propose, do and reflect once again. In other words, it is

not the modular structure of the program which conflicts with the essen-
tial model of %“he program. It is that the modules were nct coastructed
in an organizational matrix that permits the clinical behavior style to
be as much a part of the teachar education program as it is later hoped
it will be a part of the behavior of the teacher. This, we feel, is a
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relatively casy problem to solve, at least conceptually, but an inpor-
tant, even necessary, one Ifor hne BETLRY developers 1f their propran
is to rcalize the coasiderable potential it has.

The Syracus._rodel

The essence of the Syracuse Model is the intcnt~action—fccdback

‘transaction which is to characterize tie life of teachers and students

within tne model. In the professional seasitivity component, together
with the use of decision points and the svsten for brinsing modules
together and relat’ag them to each other, the overall design of the
Syracuse Model is qhite compatiple with i&s esscntial model and is
quite stroag in its presentation to the student in that it lives up to
vhat it says it does in terms of the intent-action-feedback model. It
is our impression, however, that the model still leaves the student
awfully alonc in an enormous a pf components and that some of the

sea
. devices which resicge in some of the other models might be used to over—

come this at least partially. Especially, it zppears that some kingd

of counsclor-advisee group could be formed that could help students
relate to cach other over their néneral ﬁL0°rLss and stimulate one
another tu get ideas for the many modules in which students can substi-
tute activities for those which are suggested in the wodel specifica-
tions. Such a group would htelp provide a form for informal feedback
that could make the program stronger and a social contex for deeision-

making that could provide the student w;:n solidarity as he works his

way through the labyrincthine program

Although, as usual, we are reluctdnt to gsuggest any of our local
medicine for-someohe else's problems, the inquiry groups from the
Teachers College liodel might well be used within the context of the
Syracusec Model to provide some of the psycho-social glue that appears
to be lacking and a context in which students can become comnitted,
through the formation of a refecrence group, to the kinds of ideals
which lie at the social and 3n1l050pﬂlcal core of the Syracuse
program.,

.

‘We see the University of Georgia Model as the. ”‘ob aﬂaly s todel"

“because it is a prototype examnle of one kind of systéms planning--

the kind which begins with the specification of 2 JOb description, '
makes a detailed analysis of that job, and then systematically plans
experiences which arve likely to zdd up to.rhat job competency.. The
components of the model are, in turn, developed directly froa the
task analysis. The almost complete absence of any learning ‘theory
except"behavior“ﬁodiﬂ*catfo. and the absence of program or module

‘strategies which are based on other theories .of learning contribute

to the impression of the Georgia Model as a classic of the systems
stereotype described by Jacgues Ellul.t N

lJacques Ellul The Technelogical Society, New York: Alfred A. Knopf, 1964,

- s
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- specific bzhaviors rather.than in terms of an overarching descripti

Q

. n .

 Taking .the model on lta own terns and not tr)1n¢ to impose
otlcr criteria en ity the model has to be judged in terms of the ad
quacy of the ta sk analysis end the 'job description. Hoth of these
tasks were carried oue,in enorrous detall. Each ef then have flaws
which aliost characterize the model and which we believe point ti
way to substantial improvements in the model. First,- the task nal
is'made, npot from an actual job dcocrintlcﬂ of a teacher ocveWOvcd

C-

uﬁC_'

Yois

from'a study of a teacher in action, but from a hypothetical mocel of
a teacher .éeveloped by individuvals considered to be experts in teacher
training. . The model was developed entirely at the behavioral level,

‘that is, in terns of sets of bechavioral objectives rather than a
unified ove rarching conception of the teacher from which behavioral
objectives could be described through a job analysis. '

e K . : -

.+ In other words, instead of describing a certain kiné of teache
and then breaking that downm into specifié funcrions, they described
a genEral functionary called an elementary sciicol teacker and desc
him din terﬂs of specific behaviors which hecame the oﬁ?ébt‘"cc of
Georgia pro"ram. In the course of the devclopment and imBlement
of the model, we believe it would be greatly streugthened if th.
position were reevaluated and if an overarching copélpt on oi.t

r

feach-

er could be,developed. There are nurerous examples of what this con-
ception might be like in the various models. The. hlchxran State con-

ception of clinical vehavior style, the Comlield COﬂCCDLlO ,of °
person with the competency nccessary to bring about .certain %incs o
learning, the University of Pittsbhurah conceptualization of the tea
er as an individualizer and the Teachers College conceptualization
the teacher as.an innovator--all should be heuristic examples from
which the Georgia developers could draw in stren 'thenlng their
spec1f1c model :

-

.

Similarly, they describe the clenentary school child in terms

f
ch-
of

of
on ,

from winich the spec1f1c behaviors could be derived. They did not con--
ceptualize <pim, in ‘other words, to be a . creative thinker or ad in itel-

lectual or a social activist or a productive citizen or in any of t!

.

ac

other ways a student. mignt be conceptualized. .They proceaded alreetly
erms;

to describe the desired behaviors of the child in ‘Father specific t
again without an overall ph 11losophical conception under which to
describe the behaviors which cou;d be developed. As a result, many

OL

" the behaviors within the program seem to have an ad hoc character-and ’

scen to be uurclated to one another.

Il e

The: Ceﬁ?ﬁ*e”develooncnt plan calls for the developmént OQXE pexr-
'formance module for cach of the more than 2,500 obgectives of the-

progran. Such a iarge nunber w1th no overall ynifying conception’
leads to a program of xtremely. at0ﬂ1c"“ch“racter, as discussed in

an earlier secLlon of thc chapter. | L C B

Management Svstems .

The messive modular programs which will Tesult when the models
developed and implemented depend for their feasibility on extremely

»

ERIC
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cfficient nanavcwcnu bYQtCmS which can store modules, coordinate sup—
port services, relate program clements to individuals, store azsess—
ment data, end be used for rescurce management and progran-imp:uua-"

ment. In thg f0351bility’studics,.managcment technology was

uniforizly .

employed to cstimate costs, gencrate dcvelopﬁclnt'ochcdul ¢s, and plah

the management of implementation.

3

[y .

Indiv1dualizcd pcrformuncu—o“scd cducation for 1argc nunbers of

students in "any @rea cannot be conceived unless contemporary managenent
systems are employed. In addition, program revision depends on con-

tinual assessment with redevelopment of poor program elerents and smooth:

ingegration of the fresh‘components into the: ongoing progran.

I 1

All the models assume this and ‘they have specified vezy similar

nanagenunt systems or implied them by othcr specifications. The re-

al

v

Overview o Pt e TN

_quirements of the systems are e.emplllled by the Fiorlda-SLate'pfopou—

- . -

\ ’

4

The "computerized management control system (CMCS) cam..
best be conceptualized in-terms of the neceds of the various
users of the system. .One typz of user will be the- trainee
and the professorlal staff who-are assisting the trainece.

" Their prinury interest will be.in determining the "location'’

of the teacher candidate in the training program, what be-
haviors should be lcérned'gext, etc.  The cystem should pro-
vide these users with information for counseling the trainee
in. terms of the imstructional alternatives which are available
‘to-him. It will also serve as a récord of his past perfor- '
mance. (The exact nature of the Lral hee's record will be.
descrlbed later ) . )

3

A second type of potential user of the CMCS is the'ad-
ministrative force which will be required to implement the
training program. Their primary problem will be.one of al-
location of human arrd ratelial resources. Certain program

~activities will require the avallabillty of rooms with video-

‘tape recorders; others will require small rooms which can

be used for group discussions. At certain times faculty o
members~will be required to'be on campus, whlle at other .
times, they will be needed as observers in the schools and.
in-service centers. -In order to anticipate these needs and
prepare for thém, the administrator“imust be fully aware of

the resources which are requlred for implementing the pro—

".gram, and must be able to detetnine the rate at whlcn trai

ees will requlre ‘access ‘8o varlous‘fac111t1cs and resources.
Lbe thlrd type of systc“ user is the curr*cu1um davel-~
oper and the rcsuarcner, the .people who are responslble for

‘producing the 1nstruct10nal materials and experiences and

for monitoring the success of .each_of these. . It may _be

L4
o

. @
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" various instructional sequences.

e
and professioha 1 stafif, will need tec have access to the in-

system will operate only in batch-mode and will be engl*ely

. . -
unt1c1puc;d Lhut this - groun will be composcd»of a large num-
ver of specialists in suchiarcas as content, audio-visual
devices, professional writing, curriculum, and educaticnal
research. Theilr interecsts will not be limited to a 1nplc

Ttraince's total score on a eriterion test, but rather on

the pclformancc of a‘large number of students on cach of
the subcomponeats.within a task. In additionm, tlhiey will

Cwand to deterniné the relgtionship between the trainee's

present performence and hws paet and future performances.
This information will be uséd to revise the various activ-
ities aad ma terials, and, to determine the feasibility of =~ -

Two-System Concept e .

‘The analysis of the potential users of the CMCS indi-
cates that some of the users, namely -the teacher cand te

formation which is in the system on an as-needed basis.

This suggests that the CMCS choulc operate in real-tine, i.e.,

the trainee or faculty member would be able to have access
to the information via a rcmote turn’n“l at any tine during
the day. . The information in the yitcm, in turn, shou{c be
accurate aﬁd Ln—to~date. On the other hand, the prograa
administrators and ¢urriculum developers have more lead tiwe
in terms of their requests for information. For exanple,

the administrators could receive a weekly or senl—weckly i
status report on all studénts and an indication of antici-
pated resource needs. The curticulum developers would

work with researchers in planning exactly what data they

‘would like to retrieve from the system in order to eval—

uate their owm materlals and act1v1L1es.

‘This further analy51s of the users and their demands "
upon the" system indicates that not only will they have var- «
ious lags in terms of the time required to receive informa-
tion, but they will also be seeking different .types of infor-
mation. The trainee and professor will want information a-
bout the events related to a single trainee; the adninistra-
tor will want information on single events.

Therefore, it is proposea that two interrelated system
be developed. The fitst system will serve the trainge,. the .
professor and the administrater; it will operate ‘in jgal—time,
via remote terminal access for the first two users, and will
operate in batch mode for the acainistrator. . The second

oriented toward the needs of the currlculuw1ccvclopek. These

‘two_systems-will be further explica bcd in terms off systenm

concepts, input and output procedures, and hardware and so:t—
ware requzrembnts. -

. . . "



The real-time management system will utilize the manage-
ment tool called Program Evaluation and Review Technique
(PERT) for the control of a traince's propram.” A review of |

- . the managenent requirements of the program and the management
. assets of PLRT for appropriatencss of fit might be desirable....

Real-Time Management Svstem
S

/

The best way in which to conceptualize the real-time
management system is to conmsider a very large PERT ' network.
The entire ncétwdrk represents the total training.progran for
one trainee....The full implication of the use of the network
can be shown through a discussicn of the five basic types of "
information which will .be 1ncluded in the system:

1. trainee bacl"ronnd information; :
e 2. scquential 1ist of criterion behaviors or events; R

‘ , 3. PERT network and trainece progress records;  °
4. list of activities available for achieving each event;
and : L

. .

5. estimated times to achieve each objective.

Trainee Backaround Infommation. For each teacher candi-
date, there will be a short record of his skills, interests,
" and aptltudes as he enters the program. The ¢nLormation in

this record will include that information which is most often

used in counseling trainees: high school and university grade

‘point averages, various aptltude scores, relevant" experiences,
and interests.

. - "

. X! Se@uantial List of Crlterlon Behaviors or Events. A list -
: of numbered events will be inserted in the system so that in-
_a&dition to indicating that the trainee has mastered event®
. 057, a printout carl show that he has demonstrated the aolllty
~ to use problng techniques.

PERT "Netyork and Trainee Progress Records. A numberéd
patﬁway for. each student-will be established. As a student

completes an. event the follow1no 70 dlgit record ‘'will be
- inserted: - o . <

v

'

. Y 3 ) . . ¢ . o | L)
., 1.  trainee-identificaticn number (3.digits);
"~ 2. event identification number (3 digité);
‘3. number of times the trainee. has reneatcd ‘the event -
‘ (1 digit); - ‘ '
4. :minimum score acqeptablé on the event (3 digits);
n .‘ ' | ‘ . . . . ‘.. . . , .

s v : ’
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5. scoré achieved by the trainece on the event (3
o d1°1ts), :

.

6. date that ¢riterion instrument was attempted
(6 digits); and - .

7. indication that a comment is assoc1ated w1th the
trainee's performance (1 dlglt)

-

T instaﬁce, a sample traince record such as 057 547 2 078
85\020668 1, could be interpreted as follows:

AR - :

F
0

i - - L
‘\This‘is a record for trainee 057's performance on objec—
L ‘tive 547. The studemt took the criterion test two times.
- S “The mininum acceptable score cn the criterion is 078;
: _ the teacher candidate has a score {on his second ‘try)
O I .. .jof 085. .The evaluation took place on February 6, 1968,
. - /and a comment has been recorded relative to ‘the traln
ee's perform nce. ,
. A1 ) ‘ . . e
. A 1f tne Lralnec is required to repeat an ecvent, the most .
: up-to~date record will be available on the system; previous
/recordg will be storged and made availeble as needed, Itam
_ 'seven, above, will consist of a "1" if the professor or
- © - 4 trainee w*shcs to make a con.enc about this event. Othcr-
wise it will be a "0". A list of these comments will be
generated with their associated trainee and event numbers, 5
.+ and will be available as mneeded. ‘ _ o

v

.- -

A List of -Activities Available for Achieving Lach Event.-
N This list will be available for each event. It will indi-
i cate what materials and activitie$ way be used for achiev-
/. ing each objective. At the initial stage in the develop=
/- ment of Lhe‘entlre program, the'only means for achieving a
L . particular, event ‘might be by taklng a. oartlcular course.'
I - As the progran expands and becomes truly 1nd1vidua114ed
/ ' 'a great number of alternatives may be available to the
S ~ trainee. The advisor would assist the teacher candidate
g /:.' : ~in his selection of the most appropriate alternative.

L " ‘Esfimatea Tize to Achieve Each rveat. A critical ele-
o ment of all P RT'netwo:Ls is the estimate of time required
. E tp carry out each activity. There arc usually three esti--
S mates: optimfstic, pessimistic, and most likely. - Initial.
estimates of these parameters will offen be based on very
little . concret; data; however, after a number of teacher.
) candldates pass. through the new training program, time esti-
. ‘mates Qf7 this type should become quite realistic. and there-
" fore should be included in the computerized mznagement con-’
S trol system, Such information would be invaluable to Lae

o program admlnlstrato* as well as the .trainee and his advi—
- ) Sor. ‘ - - | : " -
: e . g i :

Aruitoxt provided by Eic:
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'ests, and extra class interests.

-'\' . ) /»

The five features dé¥cribcd ahove characterize the real-
time management system.  Myre details will be indicated in

e scétions on. input and oltput and. systems requirements.
Wie now-turn to the er““ntlal\Cﬁa;uCuCUlSLlCS.Of the batchi-
mode retrieval- system. X

AN

Batch-Mode Information Retrieval Svsten

~ This system will scrve priﬁarily curriculum developers
as well as educat*onal Tescarchers who will use these data
to exploré a Variety of Training hynotnases. It will essen—’
tially be a very large data base from Jhich specific types
of informatien may be retrieved in or¥der to be summarized .-
via standardized data analysis te chnlques., The basic infor-
maticn in this system will be of two typSS' (1) trainee back~’
ground information; and (2) detailed trairee performance

*1nformatlon. = H

Trainee Backzround Information. There will be a cowplete
file on every trainee which includes all the information ‘
which is. gauhgreu as part of the selection procedure. This
information is described in detail in ancther part of this
document. . In general, the file will include such informa-
tion as scores,,aﬁtitudcs tbwﬂ*d children, self-image, and -
openmindadness.. It will also .include 1nrorﬂﬁtLon on tne
trainee's progress durlno the first two years of college
ircluding such items as course per ¢ormaace, academic 1nter~~

v
€

. Detailed Trainee Performance Information. This will be .
a complete- file of all the teacher candidates’' performances
on all activities in the program. For activities which re- -

‘quire the developoent of certain ¢ognitive skills, the data

may be in the form of results of ‘a multiple ch01ce test.

If the activity relates 'to the learning and dgnonstratlna-
of a certain technical skill in -teaching, the data may re-
present the results of an‘observationa; checklist;

v

~ The purpose of these data will be twofold. -The'cur-.
riculum.developer can retrieve that data which are relevant
to the activities which he has created. The data w1H be
invaluable in the formative evaluation and revision of the
instructional materials and activities. The curriculum
developer ma) wish to use the background information on the
trainees to stratify his data in various ways; e.g., per-

" formance of junior college vs. ho;e institution trainees.

The second purpose of. the data will be to investigate the |
felatiOﬁghips between bacxg ouau information and perfor-

T mance .Ln order to mc..{e the: t;aln:m" é.'D’)I‘O’DI‘laCE ‘to various

types of teach¢r ca ngldat-g, to enhance the validity of the
selection procedures_for the program, to predlct success in .
inservice act1v1t1es, and to 1ﬂvestlgateralternutlve se~

/,

/
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quences for the instructienal events. 'Hore'details on this
information rerricval system appears in the_ sections on in-
put and output, eﬂd systens specifications.

Althounl there werg some differences, the Florida statement con-
. tains the essential rcquirements for the computer assistaince necced -
. . to operate an Intricate -program and provide for its continucus repen
eration through curriculum development. The provisicn for reg cwc*a
tion may be the most radical departure from previous teacher education
‘programs, for 'the modular curriculum design permits replacement of
curriculum elements as new ones are ‘'developed. Continuous. assessment ‘
and redevelopnent enables a rate and Precision of curriculum inprove- .3
ment not possible without cdmputerized management, just as the student=
oriented aspect of management permits individialization and person°1*—
Aatlon of a sort not prevzously concelvaol
5 } . : -
’ Florida State was c01cerned in irs feasibility study to test the
capability of its CAI system to menitor instruction and also sampléd
the reaction of students to the management process and the modular
curriculum The results were gererally positive, leading toward more
extensive: testing of more complex groups of curricular elements and -
- the ablllty of the management”systen to handle more complex demaids.

% Sl

-

The type of research conducted by Florida State and tle subsequent
- research to test the feasibility of the specified management systems
are essential to lay-a basis of information on which dcvelcpment and -
implementation can proceed, for there'has been almost no real-world
experience with this type of management system in educatiornal applica-
tion. The spec1;1ed systems appear eminently logical, but there are
many 1mporfant ‘human considerations about which little is known.
- Systems which ave: rleh&blg_gﬂpugn in industrial application may, not, ) f
be capable of adapting to- human ne@ds unless -they are. ex tensively
mod1f1Ld~—or they may work without: essential mOdlIJCuthﬁ.

- .
kY

Research in this’ area is’ ulgene 51mply because the eﬁtlre modu—
lar -approach depends so absolutely on an effectively eunctﬂoﬂsng \ _
management system. Trere is little point in speculating on the Le&Sl-

‘bility of the management Systems without- alrect tests. : :

.

B . « . ,‘-‘_ e
"The Comrleld short .statement of snec1f1catlons naxes. ‘clear- che
1mportance of the mana gemcnt aspect ‘of thc models:

B S Spec1f1cat10ns for the ComFleld
: Manageﬂont Model

- * . . ’ R : : ) '
o

Content“Specificétions-- ' R e
o Content Specification 1. The management: model shall o
contain thz suopnort Zunctione reauired to persit a - T o

Yrlorida State Univefsify, A Modél for the Preparation-of Elemanfery
School Teachers (OE-58018) Washingtonm D.C.: USOE, 1968, pp. 135-143.

+ -

. e . - . ; . ~

Q
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to snerate.

T ComFicld bhased instructional prosran

In orcder tb onerate, the Gouiield Instiuztinnal llodel
thuirus‘giﬁht support functions:. -1) managesent ol the
"dinstructional jprocess per sc, that is., manuging Loacn1n~~
learning 1nLcrALtlono, 2) ochJopmcnr of *u

we instructional
systems fecr use in thie program; 3) continv -usevaluation of

the efchtivhnc ss and appropriatencss: of the pcogram as a.
whole; 4) continuous _aecaptaztion of the program inm light of.
its systcmatlc aypralsal 5

the above Lo occur.

Content .Sn

ation 2. :'ihe 'a e~ezan model: shall

program exccuticn; 6) personncl
- selection and training; 7) malﬁtcnaqce,of ceuipment,

and fac1llulcs, and 8) nalntcuawce of the informatdon managc-
. ment systeﬂ needed to pexmi

supplies

:Tlu'\?u.uc COSt/

u
ffectiveness data oa

Sipea ComField

oascd program, as well 3'3'4 rograen s a wiole.
Two demands arp-vlhced uoon such & funzcion: B .
1) an acconntlnn of the resource requirenents (full
system-costs) neecded to oper~te and maintaln ch—
Field; and .
» ] .
_2)‘the provision of cost statementy rafl ective of p*o-

duct costs, effectiveness and inpac t

Organizational Specification

Organizational Specification 1. . The manzfement model
shall be‘organized in such a wav that all functicns
~within it will have as their aili the enhancement of .
~instruction. - . __° '

1

Too frcquent¢y Lhe foundlng purpoubu of programs are

. lost, sight of or are relegated ‘to a position of se rowdary
1mportance as time ﬁasscb and the demands of operation take

theLr‘;oll.’ With so mady functlonal/cornOﬂents nceded in
its support a ‘ComField based program is parhiculully sug-

" ceptiple.to this threat' any of the support componcnts

could readily bLCOﬂQ 'an agency.unto itself.” The manage-

nent model...is the result of an effort .to ¢reake an’ organ-

izationil operatlonal framework that protects agalnst tiails
kind of danner.—-Concchudlly it:

¥

(a) placcs Lne 1nstruct*onal prograﬂ oquareLy 1n Cnc,l'

center of tnlnbo, ‘ ) N

- W

(b) strcssLs the idea that 1nformat10n and directional

influence flows both from’ the instructional com-
ponent to the support units and vice versa, and

153
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(c) provides for a’continuous flow of information to.
the policy-adaptive compouent and hence to the
program execution component.

While such a-model cannot guarantce that ‘all units within a
ComFicld based program will act in concert, it does provid
~an operatlonal framework which at lcast makes-it possible.

N ]

The critical factor in the success of such a syo“eﬂ is the dcvel-

1opment of an appropriate interface between user and system (as recog-

nized in the Florida Study) and the workability of -fhe program elements

themselves. The conccptlon of the teacher and its breakdown into ele-
ments around which components are built has_to be kk*llzully done and
program elemerits have to be skvllfully 1nterrcluted or the managenent
systems caqnot functlon properLy. ' )

.

The conceptloﬁb of the management systems seem sound; if the pro-

grams are well— -conceived, the management capacity as-outlined in the
proposals is more than adequate to monitor development and ;nplerenta—
tion.

. ;o
no*thwest Reﬂlonal Educational La aboratory, A Competency Based, Field.
Centered Systems Approach to Elementary Teacher Edu cation (OE-58020)
Washington D.C.: USOE, 1968, pp. 34-35.° ' P
B . ot . . . i N
e D‘l:-»" T
~.



Chapter Six.
The Mode1-of the Teacher: .
Is a.Generalist a Set of Specialiets?

The-poal of a pcrformhnée-based teacher education, whethér

"
for initial training or at the insservioce level, is expressed in )
.térms oanrworking model of the teacher, - . //f
In this chapter the argument is ﬁresented that the concept - - /# /
. s e
/

of a teacher who will £1ll a complex role is a conception of a set -
' | ) . o o _ . : .
of smecialists, whether¥one person or several engages in the specialized

4

types of teaching:that are defined, This stance contrasts shargly
/

with the traditional one in teacher education--which is tha#/;éach ing ’X

is a generalized activity of which specialization is a variation,




There is no suoh thing as a generaliSt'in education.
Some people can simply do more specialized things than others,

But hardly anyone can do more than a. few thinps well.

_Traditfonally teachinghhas been vieWed,as-a~generalized
capacity to relate to children;'substantive content or skills,,
and instructional materials. Teaching competence has been |

. vieved as an abllity analogous to intelliLence—-it would
" pervade a large range of activities which teachers Ji@ht

- perforam.

The. experience of innovatlve moVements in education has

shown us that the conception of teaching ag a general ca;ncitz

to educate ia erroneous.and disfunctional. Most teachers

_ simplylhave:not effective;yvadopted the ney roles or learned
the new strategies unless.a massive inservice effort was

However, if teachinq is thoudht of as the ability to’

_’provide a bar‘icular‘*speeialized_kino of educational service,

_it becomes at once apparent that there are a multitude of . _ : }

—

) g e

l?specialized services which make quite different demands on
the teacher.) For example, helping children wrlte creatively

-is daifferent from teaching biology inductively.7 Helping ‘ N

- .
. . °
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;.children use insﬁructional'systems la diflerent from

providinc counselina for them. No doubt some teachers can,

~ without speclal trainins, move from role to role and strategy

“to sﬁrategy. That a few can do this should not deceive us

into making the inference that. all teachers can learn to do

it as 2 result of general or even special training. . R

It is'far more productive to view teaching‘as‘a set of

| role competencies each of which has to be learned specifically.

3

From this- ‘stance a teacher becomes a person who can enqave

~'In one or more types of teaching. If one: can master enough

teachine strategles in enough domains, ‘then he ¢an become a

generalist--someone who does a lot of specialized things

‘well. It also may be true that persons who learn several

sbecialized roles can master new ones more easily, much as

©_ the learning of one or two foreign 1anguages decreases the

time and effort necessary to. learn others. It also may turn

out to be possible to provide some generalized training

u(perhaps in certain basic skills or knowleuge) which will

greatly facilitate the 1earning of néw, .roles and teaching

2

strategies.

What are the pracbical implicctions of this stance that

a genéraltsb—is_a_seg_gi_ggecialists? \ e

—_— -

First, 1t permits us to ldentlfy the. roles we. would

" 1llke the teacher to play and tortrain'him speciffcally‘for tham.
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(Sécond, 1t assumes that innovation requires tne;learnin@

of new kndwledge and skills which have to be made expliclt -

and trained direutly.' R

It prevents us -from thiniing that we. can nake a change'

An education simply by getting some qood peoole together-
E . : ."‘/7/ ' L .

"and pointing them'in a nen directione ?

Third as an extension of the‘first point, it enables :

a

us to turn teacher education into a technically feasible,
v-activity because specialized teacher rolesnand»etrategies can.

'be identified and specialized uraining can be designed to

‘dccompliﬂh them.ﬁi ) v<°.

@ 3

Finally, 1t suggests that we determine teacher competence.

' not by indicators of generalVQ-ality but by evidence that he

can do particular Jobs. A teacher of hiah generalized
‘“capacity would not be assumed to be competent for any teaching

role or situation.d'

i

HoWACan Speclaliied'RoleS Be Defined?

" The role of a teacher can be defined as'the capaclty
tohproyide a'certain-kind of educagional environment;—to
llend a certain‘kind of-supbqrt to*a“learner’ ‘In"the folloninE '

'pages several kinds of educational types are defined in order
: that we can consider the generalist specialist problem more . -

Te— :
concretely. T
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o

-The educational roles are presentéd in the form of a -

propoeal'for an elementary school organization that employs

-severdl actual achools or institutions, each. employing a.

partlcular teachina model or combinatlon of models desicned

%o further certain aspects of the student 8 educatlon. N

;Different Kinds of hducation

The recreation of the 1nst1tutlon beglns with the

recocnition that “we have been trying to make one~institution )

stretch over a variety of educational tasks that redlly
require a 1ar¢e number of lnstitutional forms. To vet at

this problem let ue begin by 1dentify1ng several of the kinds

 of education that’ arehcritlcal for_todey ] ehlldpen dnd then

see 1T we cdn flgure out the types cf 1pstitﬁtions'and

e

. -models'that best gerve those kinds of "education. -

¢

o



O

ERIC

Aruitoxt provided by Eic:

1
=
-
o

First, clitldren naeed - eaim fhe basic slkill

historical and geog raphlo kuouledge that

o
.

—

M

r—
-t

f\

_)

¢ )
s
L e

3
@]
(a3

<

ort out today's world and teacihh thes “ulxoc Throughont the

.

rest of Llife. TLMC honored reading., VTLLanQ end arl lHCtJC

-

are essential, but aluo needaed 1s a Lno ledege of contouwporary
technology. They need to lozarn to usc printed~media;cspbcially

to learn to read @nd write, and to communicats throush other

media (28 through dramatics, Tiln and. te levicion), as consumers
- : ¢
. \ . o
ot th0°ﬁ media (and for sonmc chijoncn as creators).  They

need o lincwledze of the worlings nf our gox‘ a1t ng body and '

oF.ouxr econcmnic systen Thney need to be able {o CoRpn “@ and

contraest our ouléurq with other mojor world culiuvures, in btern: .- ’/3
B . . ®

of politic;e ecozzomics$ arlth end scolizl n”V"wJ(wp' mh@y 10ed o \

Tracial =nd

compreiond the wiorld avd thie Kinds o

political problcems that Leset Tthe naticnz the world over,

Ve can‘fefcr to this need for skills and knowledge as the
basic skilles and'knovledge educaﬁion of,thé thld, Thé.goals
of this educstion are sct outside of himn. We want him to
acquira thi; education and féel it is necessary for his
development, We want to induce him to Learn these things
becaur ¢ -they ere -the storechouse of our comﬁon culture that

he will haveiﬁq stand on as he builds his individunl way in
so?iotya and they are the skills and knowledge that he will}
need in érdér to relate to the rest of us, Although\chilarcn

differ in the amount of basic cducation Lhoy will absord, it

is a shared educatlcn that glves them mors in common,’



R A second kind of, cducation begins with the child., Ve can
- think of it as persenzlizad cuuc Llon o cducatioﬁ'fbr’iﬁio~

&

syncracy. It is désizned to help

.
‘,....‘

him develop on his own terms

‘and to becone as uniquq‘as he can, A personalized ‘education
beging with tHe persenfs own particular talents and special

inte;ésts and'helpé him develop these on his own terms.  Ab

-

certain times‘infhis life, afpersénalized cducation will gi mnlyﬁ

¢

help hin. explore his interests. He may read Llrnagh’fa%crité

. _u"'authors 6r icarh to ploay a:pusical»instskueao o desigid ané

’ build hié oW rqckctg ‘Aﬁ_btﬁér tiﬁe§¢ it maymhelp‘him build. ﬁ ﬁéw
caﬁggfgor 8. depth‘of Anowléage_in a certain area,’ I any qgse;' ’
‘however, it 15 deéirabie that EVEIyOoNc, and not Shmply tﬁ?

= ‘ acadamic&iiy’tulen?cdg hqve;a part;of'thsir edbecatirn devoted

‘ ﬁb their’ p&isoﬁal'devclgpmento ':' ) BT
;.” A thl;u klnu of,eﬂucaﬁion has sz 1ts gozl o help
 =7 ’Wyounéuters leurn how séholars wo:k or ﬁhat we mig?t €all-
"

academlcmlnquiIV; .It tcacheé thbm how socilal scieﬁtists' c
°ana1yaofhumon culture and hou SClentlﬁtS bulJQ and test
theorles; It thpo Lhom try on the idea° of nua tncmatlc ans ‘
and to lesrn how 1iterature'qan be -analyzed,” This kind of |
.edﬁcétioﬁ intfo@uces'thé studepf to the‘moét gophisticate&. | '
ideés-of-his_ﬁime; and helps him}to'1éarn'hdﬁ-éhe.acadGMipg - |
communityﬂcontinues themstruggle Tor knéﬂledge; It is that
. ,kind Qf.eduCatioh which has beenrthe cbject 5f the academic‘

“ reforﬁ movcmcub WhLGh has been going on in éﬁﬁcation sincgfﬂfﬁ

Lhe middle 19)013 and which resulted In the curricular changes

known as the "New Math,' and the "New Science" and so on,'

(4] ' : ' el e E R |
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As presently practiced. in i he schoolsy aoademic.iqquiry'is‘

sometines dull end sometines ~zcﬁthg.; Vhen At 1ls carried on -

in the right way,. 1t is always czuvttn s ToX Ll involves

. poverful idezs and systens ofﬂideash Like basic education,
academic inguiry begins outside the-chjld° o .
> ) .

Yet a fourth hind of'edcudilon *ntroduccc th9 students

/ n .
1 to a dlalogue on the 1?tu e and the future of our 001ctV' This
kind of education” foclises on the critical issucs and valueg

of our culture. It deals in controversics and helps the

- _stvdent to sort cut the l1lssues in conbroversiern, the kinds
“of valuves over which we are struggling, and to debste altcrne-

o

-tive solutiong to our collective problems.~ At the present tiue,

»

this kind oﬂ/ éucu ion vould focus on the protliouns of allienation

a8,y on thc u“éblcm* of” uﬂ n‘ gtion-and-mass. ..

thatTairia, 2

societly thot are ccn:ounding us; on the polltical issu>

we are Joined as we. attempt to forge “he :utur df

‘on whic

our'oo;icty boLh with TSSDCCu “to domestic sf: rs and intprm
/ X .
¢ national affairs, - This education is critical not only for

1

the Uradicaiized“ youth who are demanding that at least panrt
of thelir education\be bullt around the reconst*uot¢on of their
-society, but it is Just as critlcal for the ap2 uhetlc youth |
who uncritica 11y conform to’ thc sooiety VLthoub ouestlonlng
«31t or enoaging in the struggle to improve it, It helps~the l_
student learn td engage 1n the democratlc proo essﬁ.to partim'

01pa jn Lhc sharpen*nn'of issuos and tho development of

.alternative solutions to problems. which confront us. .
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We could inclwde many.others ¥inds of educ.ation~-

aesthetic c&uc%EJon; hU“wq rc! o118 trainiag, creativity
o SEHMINATS, ANarencos uramningnuche uonuiblljcz are neny.

B

However, fO“ JlLqur tive purposes only, let uws look more
. closely at these four and design a set of ifistitutions to

. accomplish them,

.b‘ -

_ A Basic Fduca tion ’ ’
Tne propor uoacthg of shllia and bwuLc hrowledge reguires
'great-indi#idualization; Children. le:tn to rezd at vastly »

different rates, and boﬁh gopd‘reédd*s and p00r~r00dcrs have
OhOTQbuOIJUtiG probjems'that1require indjviduml attentiéﬁ,F '
séme poor readers arc such becavge-they have gzneral language
“probiloms, othc e bec a*se they have é épsclflc guﬁbicm ozjaomr
”““iusott; . Some good. readscs haxro problens, such && iﬁ ‘the apmli?

— N

_catlon of phonJoo ov in Lhe QGVCTOpmunt of b@gj? vocauulb Vs
'and thesg too require ‘individual attention, fn institution
that.QSRS'a téadher:to-keep't:apk of'the range of individual
differences thétipccur in reading, writing, aritim ic, basic
siills/and knowledgé inithe social studies and pasic-sKiils,‘.

“~and knbﬁledgé 1n.the,sciéﬁces is simply Qverburdening the
individual teacher with information-to process. Teachers
simplf canﬁdtvdo its If they‘éan diagndse ade&uaﬁély‘the

1nd¢v1dua1 proo]ems 1n the basic skills qad knowlcdge arca,

W

a teacher who is’ asked to teach one subjcct to a hundred

-

c fstudents;_or five or six subjects to thirty students, s¢mplv

cannot find the solutions he needs to the. panorams of
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/ * . + 4

individual differcences that confronts him. Hovever; in the

lest'few"yoars;-we are beginning th expe Tlu"ul.ﬁith institutionsl

« arrangereqfﬂ that show grzat promiss for this Yind of’ .
o - . | ’
. educationo For exemple. at the University of‘“ittsburw

Research and Dovnlopmcnt Conter and ho Philads ]phia Beg ional

'Leboretorj Re 2 roh for Botter Sohoolh, there 're bCLnﬂ develop d

-

‘and tested general system" for instructing .s;viaLaJs in

* the basic skills and knowl Ledge area, in uch z way that the

4

patpern‘of;indiv1dual differences is ‘accom 5 cd, Such a
systemuconsiSts of e'd agnostic program in Vhi h an 1lndividual
ié tested and otherwise-examined,-snd his'pattern of individuei_”
ideVelopment'In an area - Uoh ao arithne io is a:sesséﬂc 0n

the F'nLM ol that = sossment, the c::clm1 pako: a presoripﬁion

\

RS

fo the vnqu.ter; The youngster takes his p;gJCTiTth to a
stor ge center .of self-instructional materials. He is provided

'w1th metorials ‘hef:mstch the prescriptioﬁ Ebé he works on
those mate 1als, which may be tapes; prograﬂ" ed materiel, fﬁj-‘
workbooks, oxr boohq with 1n3pruoclonsg-anf 8 hé completes
each section of work, an embedded-test.pfovides en inéﬁoatioﬁ
of whether He has learned the things which thnse materials
were designed to Eeach. On the busis of that assessment,
the—pre oription 1s modlxled, and he contjeuc. in phe sameu
4mahhér. Simiier systems are being built using films;'teieﬁision
tapcs, and other medij, and combining then thh toacher-‘
adninisg Lered insLLu Llom. Tne“e is pres l _ oinm on a

major. program, sponsored by the United btatea Of ice of

Eﬁucation to develop teaoher education probrams on the same’

\) ) . . ‘._. C e . . - . . ' ) -
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'_basis, wiﬁh teléVision béing'uscd to prévi&eva.diagnosiﬁ”bf
the Leacnuc¥u co dbllLClGu Gpd JﬂoLTh0L¢Oﬂdl systelhs being

pro f'dud to g;vo the Geaoner praCulce in Lhe skills that he
',needs help in, to teach hinm hdw to ﬁse talevision tape to view
: hvmoclx and mMVo fuTther dlagnooes, Mpd to. tracL his own
progress0 Af the Far West Iﬂboza ory in BcthLof,_~'°er1és
_of self—lnstruvtlonai courses for teachers oal]od han Cout‘cco
have been developeg Lng a - LMllgr awproach.f

The kind of,school~that'i SOOd for b°" skills and

/

knowledge educaticn iz one that pro»tde for V"borate diag noulu.-%

/

R : . L / :
in the areas concerncd, r”escr'ntions bﬂwcd on the dLagno.,Lsp RS

3
7

. /. ' |
~and then treatment or instruction closely tunoc to the oovclow~

/

forn T . . : . .- - : :
nental zattern of the Luﬂlf'dﬂaic ; 1?oﬂ guch & systeug some
2 2 i . " : 1 P ,o/ N :
izd;‘; '¢s cﬂrplezﬁ_uhﬁ cowrne 9& study_in o very chopt time,

otheﬁs can B&nﬁ a very Zon” *lLv over the same waterial. Some

o

wjll comploto some ‘kkinds of deéelopmen
/ .
linge? over others, but 1n aqy case, truction is tuned to

ery qu¢chly ‘and

J ) - . \

the individval, /'/ | | "

Persona117cd Fiucatinn /

Sysfemo llke the above. however, cannot very well provide
éh education which hé&p each purson to do hiu own thing, to
explore his owm capacity for crcativity and his own perconal
"interestsa{“For Eggg,%we need anuinstitutionfwhich.enablesr
the'studcnt to méet with-his’teacher on a.one;fb~one'tutdrial

basis S0 thet/ﬂhe teacner can erplore hlS interGSus and

fcapabilltiesy and help “the stégent develop a program which fits
/ . ) ,/ . U ' ¥ - - .
/.’ . - . .



ﬁhose.neéﬂs and desires. Th[::j*mf; in additioh'tq'beiné.
able %o helputhe student fiﬁdﬁuﬂa Jnt“*c ar i dcvclo? hig
own'educauw no J p ogfﬁm, has to be backedfup'kj the kinds bf
»instruotionﬂl resources that can- bo °haped to an individval
needo, Some of_thesc resources need_to be~othcr:teaohcré,

‘who might work at’the schooi o1, affull or pari-time basis,

\
2

as arLiSfS: muulcimn " and writers, Good libiraries are.
A

e@senulalp and can 1ncTUde banxs oP motLon pic uujcg th v thc N

. ) \

.

cularwy short cour cs that ho can dr v Gl wher! he noedsﬁthem, .

'sthlcnt caJ use Lo ucach hlmccl;g_telev1sion.qouMuesJ partim',
_1ab0ratory~materials“ shops,'snd S on; The f'ﬂtltutlou t'
arrangements that-m ke for good pcr onglL/ed muuc&nlgn are
the tutorJ“- rejaiionshdn mld the baiuowy of wpen-ended

?‘J. . I .

resources backing 4t up.’- The existi ¢ school as an institution

iu vevy poo" for th“' ;na or cavo¢+~ nc perw'p" even worse
T e

Lhan it is in bas;c skllls ﬂnd.knowlod e educr"ﬁon.i\The

teacherw mcothg WILn 1arge numbers of studen 5 and.teachlng

‘ 1arge numbers of oubJects, simply canno? prOV“QG the tutcrlal 4
B time ne g ss TJ.’ Tmagine for example, aﬁ Engljsh teache Wlbh ) o

only a. hundved students {and Lhat is ve;y fc r"*r,'udents for
an English teaeher) Lrying Lo 1nstruct stud in grammatical
skills. help them learn to read and analyue 1¢ucratu~e bCLter,

trying to provide thep Uith creative writinglopportunities, -

o "'.apalyzing the producus of those opportunltﬂ x5 and providlng
'“;E* feedback; uho in ﬂdd’ fon to tnat would bz atle to heet with SN
\L_.’"_in$erested student 'on a repular ba iS LO DKDVWde tutorial heln? .j>\\

It is safo to say that. the only kind of tuterial help provided




- in such an,institutipn.is built-around the skills problcms

of indi“10U&1° or is 5Lven to the hignTy talented, The averagae
'stodcnu 31mply counot be ¢catored to in sus h & ultuthcne,

2

Learning 1| unat the 5ch07 Does

;

" The third_education is to learn how scholarsy analyze
hunan sooiety,'how'they.engage,in 301éntifio uqu\jtu, and - -
how they: anulvve lwtmraturc end art, The jnbtitutional.

arrangenont which are appropriate for this cnalble vmall

grou p° 04 stu@cnts to ¢0* vOu“+P“ to analyze crlitical DLOblLWQ,

. i . B
. o 'lyin tools of the gsceianl sclences and the other scliences
3 .

as they are ~ppv*op“‘"to. They neod,the advice and doun;el

B R

of skilled teachers who 1hcr"e1v s enjoy engazing in scinntinc

Inquiry-and who enjoy. doing so wlth "ovnn Studﬁﬁts‘ In a2ddltion,

- ‘ ~

‘they nesd to be backed up by libravy. cqulpnnnL end ty instruc-

tional mater;als pvcvarcd bv °ch01aLs which 1ntroauct studcnts

1

o the uodes of analys1 that the scholor uses.

In thc pre°cat institutlon, ve are bogjnning to havc

/ ' ‘ instructicn °1_mat ials &hirh can be uhed fov this pu*pocp

/

They aré materlals thut have been dG“OLOPed by anthro“ologists,
pol*tioal sclentiqts, Dhjsicists. chemists. mathematic .ans

“and’ others. which can help voung terg eprore uhn'vcttniific

L3

disciblines ?gd apply theoe to the study of their SOCL ty.-

Even in areas ]ile BlacL Studics, whioh arc reJativelV new Y
/ ~
in the ools, the papcrbnck book has brourht much matcrialt

/

-.J

to the junior high student and above, although the area is’

still lackdng. What we do not.haje is an adequate supply of

B
[ E . . R ' . o -
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trgihod teaehers who are Lhemsclvcs COHDGtCPo to do ﬁoadomlc
inguiry and nhO anOJ doum'soa ﬁor.qo we havroe an‘insriuutiongl
arrangement vihich provides the opoor'unity Tor srall groups
of students to work togother\with'Such ﬁeéohers with relative
l'eisui*e° sPhysics classes, poured in four or five a day on ‘
thc SCJGnCG tezcher Lvenfy~five or‘thrLy Otuaoan strong,
'simply cannot envago rn Lho vigordus, 1ozerelr analv is of
s;gnixlcant problems long enovgh Uo-ucqurre tha modes of

inguiry of the a*solplzn - The presen nSor“ﬂoion, in-o*”er

«Vwords, has shortcomings on two fronﬁs—eo‘e s uhe propoxt ion
of tesa ohers uho are Drepared Lo*grwo this L nd of educstion,
-end the second is a kind of institvtional arr;:m-’
does'“o pﬂ:m’+ the”timeeconcuning ooop““aur re Mooniry char-

.acteristi of tlis kind of study, . S\

o

Bagaging in a Disloguc “on the Critical Problems of Society

Therermay heve'been a time,ﬁhen itxwould_not haﬁe‘heen_
crit;cal:for the-eduoation to'ipiﬁci the studeint into thed
Uidﬁﬁ dialogue oVor the ne“ure of huﬁéh sooiety and wafs of
improv1ng it, albhough we' aoubt 1L But it is olear that
today we cannot turn away from this kind of eauoation as
an important comoonent of the student's life, = Even if 1t i X
were not the caSe thatﬁw were avare of the society's serious

probJoms, and even if thn adult oommunity wera not engaged rn

serlous erate over alternative ways of coming-to‘grips' -

: With Lhe problems. of..the 1ntcrn¢Lion, ‘the 01u1e " our

relationships one tofanother, our'need'to achieve broader

.0



j_for the houne wad not fo the schoodls. Tnau day is g

" analyses of s&Eial is§ues.i.The ‘teacher .often fezls that when
,hé'gives‘timeftﬁbthe tudy'of °ociety he is robl

student of Lmnortunt skill and ba31c informat*

ropzordnt tJonp our necd fov ﬁesthetic 1mp*ovcmrnt~mcvcn if

\

bvue were not a part of thr diulovue of the ad 1t socileg ty,

" the Qtuden““ "ou¢; bz innlstihu that WO 1ncluu Lmncrbﬂw*

issues, values and alternative solutions in their education,

- Until quite recently,- there was much less of this kind of

e g : , S :
education_#n the schools than should have been theé case bocause -

so many pe ople fclt that thc schodié shoqu steer ole v of

controvorcy Lh L Ll stuoy OL c;itical valuc \cxe Tatters'

one, thtzk

- goodness, buc the 1 L¢tvtlvn cti-.ll has severec diff?culties
in this ares for LJQ ar three g 1itc ob"louo reahorﬁ ~ One.of
I
the mos® important.ls thet there 1is a conflict bg een inw-

l n“

structlon and ths ca Jy Yig on of‘ﬂialoguee A teacher whc is

Preamﬁupied-withAtem hing sliills to hLu utvacnus is inhibited

o

from engaging them in the slow processez of debate and

g the

n:that wil;

enable him to get on later. Sncond, many teaclicrs have

|

little ekpericncb or taste for this kind of educauion (while

/ ’ :
<

a few engov it grcatly and regard it\as of paramount impor~

taﬁbe) Third many of the inatructional ‘materials that have

been prepared for the consumption of school ;;Eiﬁren\pave %egﬁ\\\;\

.\,

delibcrately bland qnd have ‘avoided. the issues,' Parfly this

~

was from good mo i e, lthough they seem qucftlonablo touay

or at leasL arp questioned todaJ, in that mang educatorg did
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not feel that children are able to deal . th tha deap prcbiems
of the citleg and the infernational sreaa., The responsiﬁﬂlity
does not lic in the hands of the textbock ﬁubliuhers alonsg,
for thie kinds of matérials that were produced ﬁa doubt reflected
the kind of magket thot existed. At.any rateg the supply of
materials is slowly changing and some houest efforts are being
_made'tb provide the schools with the kind of informatioen
-sources that ehildrsn ne@d’if thgy aré‘tébdebaia the seriouvs
and interesting issﬁés of the socicty., The irstitution. however,
will have to changes in a nunber of weys i1F there is teo be umuch

-

effect in this demain, for it haes zluays heen crimanized so that

solate the students rrom the socigty. Zducazbiion’

e
)

i1t tended to

.

is not inherently ilkcrelevant, btut it is 4f 1t i3 cerricd on

in a thld’s wordid. The'probléms ol the meyor's office, and
the p%oﬁléms af thq'cbngress'take place a long ey from ths |
local public school. Also, théipublic is in gzneral very
nervdus aboﬁt>the schoolts role in'iﬁducting the‘studénts-intor
the hurlyburly of political and social debate. (Parents and
-othexr citizens are afraid thét the school might irniuct the .» N
students to a point of view which conflicts with their*own.)
.The fresent-cohtroversy over sex educabvion illustrates this.
nThe public is not'afraid'that the students will not eventually
learn about Sexg what 1t is_afraid.qf.is that the sexual
gttitudes_thét will:be developcd by the students will not
correspond wifh thelr own, and many people would/prefef‘to

ses the school le.ve sex and politliecs and méhy soclal issues

yd




- w

n

v

Plone, rather f han ILSL the dovolquent of a diffelent Dolnt

of view from.nhc pvevaiilng one, ‘or - tha ine held bj thfa

pa vcnt or Loncurncd COﬂhLﬂlﬁy.MGMDOTS. - ;, - R

The conditions for dlalogue 1nclkde on inmersion 1n

oontrovcvsy, an openness of dlSCOHTuG; and un jQUentlon to

~act. - Theoe reqv;re an ins oLLutwon ”hich is sL“erd by

!-s

teachoro 1Tho GHJOJ qulogve and Fhere studcnt , hclped _

“to engagc themselves_in"deep iesues and to th~thum throurfhc

Putuznrr It ﬁ’“l T‘)qethnm : N T - " . X € . -

A

Wefhave OUqunOd four kinds of education,'and‘now-we
ust Lalk about Lh°‘D05ulbllitlco for sccom daoLng‘them,

To break with our Wavs of looklng at the ochoo,, let ng dréam

v ~

& bit 1nto fuparo 1n Vhlch we uon’L hmve one k “d oi S

-

school urylng te selve: aLT our oivc-ue Llndu:“[ cnxlazen .

Ny

or fulfilling all® the possible kinds of uduc tion :eiwanc o

N ’,A’—b“h“_

o

dulcr AN 1 -us . begln our dredm by r01terat¢ng ‘our: objective‘

e

for chderen;, Insuead of one cohoo] ch us i*qgnne sevora1

kinds of edu twon~ each one to hely® our ohvld“*n in a. Dar+1~ !

’

-
-~

of prov:ulinfr four kinds of educatlon for our cnlldren- ,bas1o

educahlon, education for 1diosyncracy, acadomic inquiry and .
education for dialogue. i,. R ..- . f ; S

. -
- v

L.are very different in terms of goals, and yeu all of then will:

- a humane. contemnorary educatlon. They Will Dot by any means;l:

seem 1mportant to most poople, They are all ncccssarj for }

e - -

-rsatisfy every man's decire for an education for his children

N4
- e

L
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-~ develop on thelr own ﬁermsglholping then engqqa ingacadeﬁic
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(o kidsf"desirdéP certa Lan -3-'L$r-are thoy “he only uay

u

of describing de able eduoa:;on° But tleywosn gc us vf@vted_

on the way to'thlnP ing throuob g new Lina of ool¢ng uwd
, o A . L

schools. [

For Lhe schools '110h WG have inherited £z m-OUr past

generation were’des&gned only for the first kimd of -education--

tbaslo skills and in%ormntion. Uorce, p@rhapug uhey wc;e dcsigncd

;bcuter_Lor clcnentajy skillo in rcaaiav and Wil L*ng than for,. co-

solid eng gement with inxormatlon abog- 2 contemporary world, ..

i
i

We have'stretched them.and pushed theu. He-haﬁb'chanwed

L]

the;r.éﬁapo,_buildinﬁ them in’round shapes, in o!uwter of

7
/
.

. / rd : . .
Bngg'ln DWSLO CdU(uuan, however, it is . that kind.

K T T T .. Y ’ T e 2
that e p;ebcnu 08s best,s | Haiiung ctudente .

inquiry;“an& helpinw tnem'participato in aldi logue on thc
nature of society are thin s that our °chool co £ muoh 103

we]l than 5L does baSJC edncatlon, Whabever mfv be 1t ‘faulto

>

-‘in that dlrec+1on. - In, ohoru, we have a one—p‘rp0°e school o

which does none +o0 well at’ Lh t one purpose;-ﬁrylng;to do

many jobs! k\ﬂ 

-

Suppooe we dream of a kind of edaoationa¢ system Lhat

encompasscs the four kinds of educatlon and Tdibh provideu

./,, . -
/ Sow

them all Lo our children with equal efficienov What ‘would

&

'“f;that eduoﬂtional system (SChOOl?) 100k like? Lot us tahe

',one needs.

lieach of the four kinds of education 1n turn “ﬂdvsee what eaoh"‘_“_ _5

v

N

b
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"~ Would we put @ll theseo four kinds of educaticn undér one
Toof any"here? I think not, We can havo-soilmiJeruooJon 1
centers scattered throughout our_oity_which can #Ceo mplish

basic eduoationo Individualized sl o in truclional stens

N
toge her WLLh tutors in Lhe b&uLG ubjccts can work in

ncighborhoOis fo“ Lho youug ob:laren “nd in loruo lib*ﬂry'

type comyicxes 1or tho older ohildren0 A diag osblic system
.neods to be oovoior :d so~that one can determlne the stage -
of each younﬁsﬁ erts knowlgdga and skl and. develop the kind

of 7. i'ng si If he camot

learn using se e ezperts in basic
educaticn may teach him to-read by having him VZiLo,stOiics
that lie weads hiw3971 or by h”Vla’ him so}eot e ewtsl tJ“f

[ ©

p

1y'(adﬁe ture iorio ‘for sone. bipgraphies

A ‘ o
S o R .

“.

he can relazte fo cas

for”dth&ﬂs} oxor "D?ok and Jﬂho"‘fO“ som

\ . The vecond kind of edUCatIOH roquire a lot of open—s .

'«fépded resources agi requiro that the studen{ megﬁ his tutor"/

-regulsr Ve For thﬁ vounger o“ildrcn, this alsa could occur

ain thc noighborhooi, and for the oldar children libre rynliLc

compleges will be appropriate, In these complexes, wé can
“heve banks'of'telovision coursess films; sélf—instructional

|
matnrials of vaxrious kinds, libruries, laboratory equioment,

and the oth . kinds of thin that youn pconle noed in order

)

~to aevelop on their own torms and folJow uhei7]own interests.

, -

In our lar ge. oitic ve have art istu, musiciens, artisgns, and
. 3 S ‘
- !
many others 'who, ﬂould work parL time An such/c ntors offering "
: " o o
2, / - * l,') . - l.‘
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-

\their ccrvices. In neighborhoods and in centert clitie

A gy art
\_ L r 4 - A ) -
centers, wusic centers, Literaturc centers, {ilm studios

; e \

cend thie like oaJ cttrocet a °”buLHnEJ31 clientelie of children,

Aoademlo XJ“ULf& 1n the sciences and mathvmatles can be

'carrled on in labor tory eenLeTs Cuvlpped for *he purpose.

' /;.Some ot che SClenLifLC inoulrr mlgnl be eentovrq qronnd tho

traditional- aoauemLc are s, other arts shouid e d;reetly

related to our current px ooicmu. The study of human'eeoiogy

)

could be carried on Tight in the‘environment~mour walters are
there to be studlied., as 1ls our alr, our'ea?th; and the other-

things Lhat fill our. space. In the éoeJ 1 se nees, the

whole humsm environment is the laboratory: loux industries,

Looul eined Torees, uud onY bOJPlDu »t and our. ﬁd eImatilo ‘ol
' N ’ ’ o

j(:f\ k:ld%ionsa cur local movernmenﬁ'is here to_be studiedr- Ouxr
N T

LI R . R p i . - 0
X chleirs ol ove?erowdlha and transportatlon and poverty and
3N : . . _
S S of ovr search for lovo and Joy are overyfhere‘mround us and

car\bc studlea. Cemfers for Lhe svudy of thes ﬁﬁings Can -
: ~-be esit abli hed thro ehoutl the clty ) SomD should be in every

he}ggsb“hood S0 . uhab the younger eh-ldren can ~have ready eooess .

“to tho center.‘ Other°> for the older chlldren, can be located

N < whe*o it fakes the moft sense from the p01nt of view -of study.
3\;i ' Aroéﬁd our transportation faCLlltles, for example, are ¢ne o )
‘\§\g§ossibi11ties for a myriad of centers and Lhey uxll not isck
fér problems. éur'ghettos, ouﬁfmoney mar&ets, our banks; our ;

taeatero, onr innksbrles, and our eommereial

. wofld'aréfall pluces in which Lhere should be centers whern

"\ chssdren gagﬁér to, ﬁtudy and reflect on their social world.,

. . A ( . hd

&) : : o R |
‘ P : N T 2 . o, - \ ! . LN
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o Y

And where shall ire carry on a dlvnogue Wit the children?

%

Fartly, of course, we should-u@e'our wess medila Tor this:

S purnpdse. e roli anal p81 tles cen D. sent pL01r4ws-beémed
to Lhe young, ianLlL}Jﬁg problems from their no¢ut of view.
But mogt of 031, Lhov nee d to be brouoat togcthkr in groups
CoR.
with thc Ler of qdunﬁ that 1Jhcu to engare in 3 dialogup with

the youngs Thezé places will notb loow llde sdhmols with
children sitting in rows learning dead 1 1vuagOUO' Tnese

groups -would go:to our theakers, visit our govemrnrent offficials,
interview delegates to the United Nations; and. ‘the other
things thaot. should happen when groups of ten ox itwelve or

fifteen child:en mesting two or three times a weck with »

Y

wise adulit ré 1lly plﬂ"an thnr LUGUiTJQ

o &\' ) ‘ '. T ' M' 0\5 ,éé

The  Four” Ii:?.:n.ds

of Fducation and the Hodels y@%ﬂ?ba#h#&&/‘

~

Me have spokon at length about dlffcven kinds of eduvauioﬁ

and aiffercnu types of dwellinrs to house Lhem, but if each oy

of the various educaulons are not tra nsmlttod in a manner

O MANMETS oompatible&with its aims,then they " cannot be - o

-f

realized...rhinking of the podels as the 1earning.medium,

iwe may askfourSelve°- Uhat models of Leachlmg could be used

by such a schoolo Let-us look at the availabln ﬂlternailve3'

for Just the four kinds cf education we hqve bbcn discussing.
[

.eBasic EduCation. In the prev&ous d: szon, we suggested
a variety of behavior modifioation modelsv{&~';¢~; 3 ~”*:s

but thevc are not the only possibLlitieo. Group Investigétidﬁ 

5\ L q f§) or Reflective Thinking R - of -

- . . -
~
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pos :Tilitiost -The monS of ‘inguiry approach
A " » : o

‘could bb reconmcna (As by those who Teel tiat arithmetic

-

Fathematio%

PN
ki k2

©

[

.is bcsv lculuedg 17 terms of acs 'm¢c 1zqu11v

or,those who feel that reading and “language & usY should be
. 4.( ) ) ‘ . ‘J
appro chﬁa through anguj th'inquiryo) ’Non~d;reotive

'apnroechcu have been usod in thc b%SLC skills &nd info*mcbion_

areas | ,_' S f,,a' AU§ub°1‘b Tneorr of bewnlnvful

»

Verba] Loar in and hi Aawauuo nganlzbr stra:@gy was con~‘

.
/ i Ll - -0

structca c Dre, 1y for the pvrpoos, Iwbd‘"'C“ cept- “orr iLOH

{ehapte *Twci'andlﬁruner'& Conoept Luwnm nt;
héférpdrticujaily apnfobr{été for;E;.ic skillsf and inforr.ﬁwopo
Perhaps:q comb*ndtlon of modeds would bo mouL 1ppropriate
SDGCJull bvcw ”e Lhc" woudd accemnodate a v lety ofdlé;rnihg

tyl

2%
.0

Se Syctems plaunln" mioht’ create S 1f~a“nLni Tering
: i
_ L

S moaular cuvrloulum us;ng beh or modificatiou techni@ues'
(a la IPI)'and nouules otrvctu”ed around advarse organziers "

or inductlve stratagleo. ‘Teachers called acecnmlcrcounselors°

4

v . might stand rcady to asslst the chllaren and night use

personallaed teaching btratemies modeled afue* Bogers or ;_

@

Hunt -~ ., ‘:=.”'.,3""3§ to help the chdercn £or, whon thb-.

cyberne ic system was not sufficient or approorlate to modify

~

1t for hem. | . T. e ; LT
" Personal ?ducaticn. Non—d¢rec*ive nodeis _ S
t, appoar upcrficlully to be oufficjcnu for tLi° area, .”he

non—directlve modeI WQuld certainTy make much sense as Lhe'

basic pattern for the tutorts behavior.'as does Hunt's

[
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Concep'val Gv"ccm% hodﬁih'  . .-‘ -;: Ttlen lnv’fcr, shbrt
éouréég built on raluing~*mp; iples : :=f;
RN covld D2 ""a¢1ab7c in'a ind cf cducatic Hisd remcigashord from
| which the student couldlsclccta In-addition;4csurscs_@uilp
s- . ) ’ A ; -
ofi SyPOCuJOu PTLUCLUlGo SO “could be offered for

i _ i
those wishing to ey to develep their creativity. Awarcncﬁs

Training j'fﬂ;_ f’“"hﬂ“' ' i especlally dGSJ“nCd 10r

)

perJonu“ dCFuWODuOML;: quvgrv tralrzn& eX erclses mlghc

be made evgileble for training in sclentific Impeliry,

: éggdemic Inauirvo The academic *Pquiry mcjcls, ‘such as .

Schwab's Scilence Inguiry ledel - -~ “.+ "¢ would .appear

to be idsal in this area. Gfoups'cf students :ould‘ﬁorku o //
. .‘\. LR ; R B . ..

'Logc Ll1en, tr; 1guun uhe mpau éf\ﬁha digeiplines and developihg

uonccPticns of th majcr ideas 6% the aca&emi area b. o
"However, cddenic inqulrv ¢s°nob, bJ any uoanu.'thc

only pos 1Ujlltjo Tne AGva wnee Ofgwuldcr model ;” *[

- Was developed‘to teadh'the structure of the disciplines

and LbbTU e us sed as the major model in thi srea, Inductive

—and Roxlectlve Thinhlng "-'5¢. i, ;'models

i N Ty 8

'also are used to- structurc acadcmlc 1nquiry, “s aie Inquiry

Training-moqels.f-uwuuyuxvh““* Group Investtration e

- and- Social Inauiry C el b ;_ Imdels developei Sl

.
- '

-from deve]opmontal psychoTovles like Piaget’s

e
? .

provide»bara&lgms on,whiph we_could-approach académid iniuiry}'“

t could Ee'reasdned'tha‘ scveral modcl -:should be'
¢bmbined‘for_this kind of.educatidn. For eganpie;’Gfoup

o : '
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The mode] prebented abovc supvﬂhtq that+the elumenfarv uchonl_
Ateacher mlpht he any one of a number of’ k:nds 0s sn931alluts. He nmight
;_nnpage in more thaf one mpode of act1v1tv, but it is inconceiveablc. that '

“very many teachers would stretch over several very different. modeq

It is p0391b1e to think of the model of the teacher ln term<

1

" and their linits, Cne is the dge of the. chlldren w1th hhom he uould work
A second is d0m31n--the sub]ect or sklll area in which ‘he wou]d work
__The thlrd is mode or “the type of general s ratpgy which he would uig.
Thus, some teacheru mlpht be prbpared to work with young chlldren 1n sc:enne
with acadenlc 1nou1ry modes. Others to work w1+h older chlldren in |
fmedia_wmth a mode emphasmz1ng creative thanklny. And‘QO'on;
in'other wdrdq there J° a genera] chcice between a penera11z1zed
modél of the taacher and specialized modela, whlch can be comblnod to
) "develop the ceonceptlon of the specialnst The use of the more spec1a]1zed
”_modela permlts the conqtructlon of more compact tralnxng prowrams which

might well consume much shorter nerlods of tlme thqn the
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' present ones.-,lt is.possiblento conceive of a general
'basis for teacher tralning which miaht be,acquired im
universities or—other academic settin 8, followed by
training in inservice oettiHTS for the clinical competencies

necessanyfto-carry out;specific modes ofpeducation in

speciflc domains at particular levels of operation. ’

-

.-The Model of the Teacher and Innovation in Education

"~ The generally'%xeined teacher -of | the past ‘has not
_been, on the whole, an effective innovator. ' He has been
particularly.ineffective inihandling the instltution of

'~ which he is a psrt in order to bring about changes in 1t.

.One way’of conceiving the teacher S inability”to

bring about innovative form of education is that while

he may have been able to be effective in the aeneral

role of teacher, he has not had the capacity to teach

himself the new models of education that the innovative
‘.roles have required. For example, let us suppose that

one. wants to open a: school on the medel created by
AL S Neillat aummerhill. One would if he did so, expectu
. to- have to sort throuah a larae quantities of teachérs |
}before he found even a small group ‘who would be able to.Lﬁ
.jmove into a physical environmen: and create a Summerhill-

'like type of education.
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. Performdnce based approaches to 1nservice educqtlon
cen potentially be conblned wlth innovatlve efforts Fhasth
by organizing 80 that training support systemu related o,
the appropriate moder of thc teacner are 1ncorporated 1nto

~ the innovative effort. For example, supposing we' were to
attempt to build an educational pro"ram Tor chlldren

. built‘ground’learninv centers reflnct*ng the formats

'fdescrihed above. A-teacher eduﬁation support system- could o0
be attacheddto the opevation in guch a way tnat tea chers

% Gould bé trained for the  mode that they were to. staff.

‘Those developing the idiosyncraticlmode mlght be.tpained

.to Roqerlan counseling methods, those.who uouldhstaffﬂthe_
cybernetics syetem mode might be trainéd in the 1nétructlona1,

'

management techniques ano behavior nodlficgtton_technlques

to such a’ preclse type of eéucatlon.‘ Thoee'whopwouid"etaff
"tbe academlc 1nqu1ry component or«thn cademic inqulry
'centers could be trained to the aupropriate teachiné'models g?

to support those actlvitles.‘ In other nords, the selection -

of the modes of educatlon would be folowed by the ldenti-
'fficatlon of the approprlate models £ the teacner, and

fthese, in turn, would be followed by th construotlon of

El

performance -based teacher tralnlng sysfems to enable the

personnel %0 become competentxin the appiopriate model.

K
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Chanter Seven

The National Teaching Style

The study of pfesent-day teaching c;n enhance tﬁe;devclonmenﬁ of
-céﬁpetéﬁcy-based teacher‘education by'establiéhinz the cbnfigﬁration
.of Dresent teachlnp :tylen. The outlinefo} this COﬁfipufatidn
reoresnnts the chture of teachxnp behav1or whlch COmDPanCVuba"Pd
educatlon is e7pect0d to chanpe. The studv u teachine behav10r tel]s_
us- how tedchlna behav1or today oomDareg with the muﬁelv of the *eacher
whlch form the goal of competencv-based nrobrams.

" The configuration is also useful becausé it permits an extimatq
.of the magﬁitgde-bf the:differencé‘betweén the working concenptions of»the.’
-iteacher.wﬁich are présentlf aétéd out and tﬁe working concentiopsf .-
wh;éh are sought. Thus valpeediffe?ences are made more clear. -

© Qur re?i;ﬁ of:the liieratura on_teéchiﬁg suggést§ that:
1, Tﬁere is. a nationé%.%eacﬁiqg_style._.

. c ' - ‘
2._I§;is_very different: from the goals of nresent performance-based

o’ “

,teacher‘traihing programs, R SR
303t rénresents a'normativé conception of ieauhx?p whlch
. dlrectly conf]mcts with the technxca) cet;apts .of tpachlng whlch

< .,

underlie most performance-baseé approaches.



e ‘ - 182 =

'.?fom.1950_to 197b}£herg hés ﬁeeﬁ»an increasing egﬁhaéis
"on the‘objéétiﬁé‘sﬁudy §f cémmuniéétign within_the_claSsrdém‘_
B At fhi%ﬂggint; abbutféighﬂyInstfumenﬁs'%ave been-devglqpea
~ for clésslffingf¢oﬁmUn1cati0ns beﬁWeghifeachérSQahdfstudepts_
and relatinéﬁthéﬁ to each qtheé, K..‘:;f IR
Alﬁhough the results Qf.fhis”tygel;f invéstigéﬁion
kave to be iﬁ;efpbeted wi th thefknowlédge that the objective
study of the classaroom 1s stlil 1niits'iﬁféncy,-somefofgtﬂe'
_consistent Tindings sre striking especially because of thelr
: ¢6nslétencg with respecﬁ t§.the“£fpes'qf gtyle§ ﬁh1ghf:" ~
teacherswdisblaﬁ. Iﬁfébt,?the’résulés'thué-fafﬂiﬁdicéﬁé'f
that we?musﬁ'épbrééch the_future 6f suchf§tud1es with the‘;;\\ |
'qpropésition th&tfﬁhe'classfbbm‘stfles—of teacﬁérs ére noﬁablé}

moxe for their similarity tham for their differences and

that 1t'seem9'poéslb1e that there 1s indeéd a national

\

| teacﬁingrstfle'whicﬁ has certaln definéble characteristlcs.
. K g ) . - ] T Ny
'F6r exémp1e,‘the:ipferaction-Aﬁéﬁysia System»develpbéd.ﬁ
@ﬁ:ﬁea'Fiaﬁderéﬁhﬁ;,béen:the ;ost,ﬁ;dely'usedifop étﬁdy{ng
';;ﬁéacgingsﬁehavior; andviﬁfseveral;dbién étudies?_tne : :
~'folibﬁiﬁg;genenﬁlizationéfseeﬁ‘tb.5¢ varranteds faboﬁt'bwb;thirdé

sl
i, N
: g
& ;
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"_rof all teacher questions are concerned with narrow lines

of interrogation which stimulate an expycted response. In
other words, teachers tend to ask questions for which there

are definlte answers, and the preponderance of these

,questions is so great that ‘the classroom can-be best o

described as a place in which teachers ask most - of the

"questions and in which students are expected to have ready -

3

answers of the convergent type. (17 35, . . ‘f O

—— _- . -

Fewer than ter per cent of teacher communications'

in any way respond to a student's id a even to elaborate

1t or correct.it. In very few of the.- nation 8 classrooms

.do a significant proportion of the Veacher responses deal

with pupil ideas, and we can say ‘that there 10 not any

-1ikelihood at all. that the student }deas are dealt with in

any depth or adeq uacy‘in,morentnan a tiny group of the . -

classrooms. B B / o AP

re
4

A very~small proportion of‘th communications inlclass-

‘rooms consist of questions asked by pupils. The range in

some studies is only about one per cent to only about four

per cent._ Pupils, in other words, contribute very few of.

of ‘the questions to classroom discourse. Rarely are more

than ten per cent of ‘the queqtions asked in a classroom [

".ashed by~the pupil and probaoly more important, nearly all

of the3c questions are cuestions 'of clarificatlon about

RN »
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'subject matter or direcuions rather than questions which

represent a line of inauiry by t e stuornt.

- . . ; - . : - . ¥

o About nine out of ten of'the'cycles of communicaticn

in a classruom are initiated by the teacher—-meaning that
" the game of the classroom 1s larzely controlled by the |

‘teacher as chief player. (JD‘/{)

e

Nearly all teachers are extremely direct in: teaching
style and the. exceptions to this\are very rare. Within this
'general style, there 1s considerable variation amonz teachcrs. h
It appears\at thi s point however, safe to. generalize that S
1n.nearly-all cases teachers are using.very direct stylee,“
_of:instruction and theldifferenceslbetweenEnost of theu
-are variations'on'a theme rather than representing strategi?“

cally diffewent styles.: :_ T R / S
- o _ S J o _
| ' Evidence to'support‘this,éeneralization comes'from“the
Joyce Well, wald, Gullion studies of 1970-71 in uhich-'
__teachers wh"mere deliberately trying different teaching
strategies behaved in wayu which are very rarely found in -
etudies of the naturai_styles of teachers as they behave inl
-,the classroom,. This was true for all’ of the strategies .
.which vere. practiced indicatinq that a teacher who would ‘be
'practicing a counseling strategy, a’ Group Investigation
lstrateay, an Inductlve strategy, or & behavior modificationw

N

‘.strategy behaves in ways which are significantly different

@
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from even: cxtr Smes in classroom stylé under ncrmalsconditlons.
One of the really ag” onishinz things was that this findlna '
seems true for teachln whichris enaaged 1nv1n‘settings )
, ther than the - cubllc school classroom.. For‘instance,'-

a doctoral dlasertatlon by Browde contalned the follcwlnav
conclusicns-' that Sunday_SchUx1,ueechersodo most,of the
talking in their;clqssrcons; anB ncst of&tne taikingnis'

"direct;ﬂqnestlcnsnare Qtlllsed‘cy.the tescnep,'but mcst
-are.iimited questions reQUlning‘one}ansné?;,pnaise Lé

h far° snd of the "snort comment type," elthcusn hurﬂh
school teachers in Sunddy School situetions soend less time.

i;ﬁ‘justifying authority than do public school teacher , and
| their children do about twice as much talking or contribute
about twlce as much to the interaction. Ihus apparently
-/Sunday School teachers are a sbmewhat m;lder variation on.

o
g the theme of public school taacheru (Doqq

/ -

/ d )
./' . . P

ro. .-Patterns'df Behav10n~As They-Develcp~dunrnQ Tratn;na

. SRR
A L R

© A". Over the 1ast few 7edrs Joyce and his associates, Hunt
Dlrr, Brcwn Seperson, Peck 0!Donell, Walu,/dell, and ;'ﬁ

: Gullion have enaaaed in an- extensive series of studies 1nto

EY

"flexiollity 1n teacher uehavior and into the influence that

-tcooperating teachers have on the,behavior of student teachers.

) _
"Durlnc the course of stuaent teacnlng student\teachcrs become

u o

"-Qless rewarding than they are at the beginnlng, ask fewer




186

questlons, fewer open= ended ouestions, bUt'the=most
striking change 1s in the amount of teacher behavior which

1

. lnvites the - student to share in the shaolnq of the 1earning

"activity either by askteg him how ho feels about what 1s |
being done or asfina him to contribute squestlons.. This<‘
behavior is very common st‘tne be"inninﬂtof student teaching
- but almost disappears oomoletely by its end In other *'}
words, there apoears to be” a aeneral funneling of those,_;

elements 1n ‘the styles of the young teacher which mizht -
1ead him to have a very different otyle from the netlonal |
norm and which press him toaard behaving in the accepted d' © 33

way. As he becomes less rewardina, more punishing, askszi, :._,- i

7,
<

fewer questions,and fewer open questions, olans less with Y _?L:‘

5 students; he becomes more generally diroct 1n his oehavior. C;? />

In some. studies\\*eadback‘usinq Interacticn Analysls

1

techrlques or micro tcsching ve srrested this flow toward ”

' AN
direct behavior, but up to thi g oi t there have been no

studles 1n which the flow has been‘not only arrested but

T

has been reversed It 18 necegsary 1n orden\to understand

ff-how we can brina about a greater diversity\i\\teaching styles Y.
to underJtand the dynamics by whlch the apprentlceshlp ) .;5 _ -./(
aspects of training the teacher 1nT1uence this funneling o '/'7

of styles., Tovard this end Sepersoe end Joyce monducted AR A
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\ | | |
student teacher and cooperating teacher behavior in the class-
room and\found very'aubstantial correlations in mcst of the
important &igensions of teacher behavior, Student teachers
very rap;dly Shce they have enteredltbe claseroom take on
‘ many of the behat&ors of thelr cooperating teachér, and the
prccess of influence contlnues during the association ‘
'althcugh 1t 1s.not &g strong over tlme as 1s the initlal

influence.

Rosenshine has conducted a series'cf‘exhaGStive
reviews of the patterus, of teacher behavior ard their
rclationship to pupll achievement which 1nd1cate that
wlthin the national style certain klnos of patterns produce
greater pupil 1earn1ng than do others: |

1. Rosenshine concludes that the flndinge.about

relationship between teacher‘praise and pupll

achievement 19 mixed wlth no.definite conclusions

}belng possible at this time. There appears to be

eomewevidence,that the most punlishing teachers

retard pupll achievement.

2. About the same kind of finding is true with
respect to generai indlrectness of teachér
behavior. The extremely indirect teacher and the

extremely direct teach.ap seen to zet different

kinds of effectéfin favor of the indirect one, .
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but the} result 18 not consistent in terms of a
1&neabzaorrelation.

3. Teachers who ask the most questions seem %o
get somewhat better resultafthan'o§h§rs{.but up
vo this point there is no.indication that an
open-ended questlon ls more effectlve than a
Qlosed question. 'Howevef, only a few“teaohers
regularly employ a 1afge proporﬁion of open-

--ended questions.(f)rﬁji>

My interpretation is that the variables whicl are pre-
gently being investigated shguld ﬁot be expect to have
“gubstantlial effects so long as they only reve&iﬁ;éplatlons
on the usual theme of teaching. TIn other words, 1f somd
. teachers are soméwhat more indlirect than others,'somé
reward 2 1llttle more than others and others punish a 1ittle
.more, some ask a few more questdohs and others a few more
.opgn—ended guestions; fhesé_differences in dlmensions of the c
teéching acty constitute only slight variations'withln a
general teachinz style. :They are differences within a

relatively homogeneous type of behavior lnslde a relatively

hoﬁogéneohs instlitution.

Joyce and Hunt have conductcd seve.al studles which
indicate that teachling styles vary somewhat dg.a resle

of teacher personallty. Teachers typed as more rigid

r
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appareﬂtly have more restricted styles and punigh_more,
reward less, ask fewer duestions and féwer-open questions
and plan less wlth students than do fiexlbie personality
tyées. The Joyce-Hunt work has beén'replicated by Mhrphy.
and;ﬁrowﬁ in an independent sérles of stﬁdieé with ébout”
th%ﬁsame findings.  The finding 15 somewhat disfurbihg
beéause 1f.teacher'personality‘ls too closely related to
sﬁ&le, one may not be able to bfing about a new style
wéthodt making first a change in the_personal@ty. v
J%ortunately,'ﬁhe Joyce, 'Wetl, Wald, Gullion studies hdveé%ﬂ(:¥-q)
Indicated that teachers of veryldifféfent perébnality types
can learn a very large variety of tegchlng'stéateéies. o
This finding encourages us to belleve that pefsgnallty
véfiables,”while they ma.y accounﬁ for some of the variétioné
in teachling styles, may not account for as much of the

variatlon in tralnability.

The general findings about teacher behavior are
exemplifléd by the data in Table, One whicﬁ shows the
results of the study of a group of teachers in the New York
Clﬁy area. Table One shows the frequenéy of questions

asked by those teachers at seven various‘cognltivé levels,




Level 1

"~ Level 2

Levala3
Level 4
Level 5
Leye1}6 “

Leve1‘7

Tedcherv
" Questlions

10.352
5.4@7'

3,262
- 0.535
- 0.061
- 0.021

0,000 .
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Table One

Teacher " student Student

Statements Questions Statements

o534 0839 12.541

5.270 0.7l 7.419 -
- 0.623 - 0.023 . 2.917
0.010  0.010°  0.370

0.101 - 0.000 - _o.djlf ;
‘0.000 - 0,000 0,010~

0.010.. = ' 0.000 0,000

)
- .
. g
;
L
3 7‘
— :‘
:’ﬁ//'
’,' »
o
-
R
', 3) .
b
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The frequencies tndicate thet the 1OWLP coLnitive 1evels
Aaccount for nearly»all of the questions asked by the
teachers.' The fraction of communications at the high— '
'order levels is very small This is the kind of finding
that has been repeated many times in the history of the
study of teaching It is accompanied by the fact that

80 many other dimensions of the teacher s behavior are in
line with this/kind of finding - For example, in their

study, Brown and -Joyce found that in more than twenty thousand ‘

communications by carefully selected cooperating teachersu
| in the New York metropolitan aréa only eleven _communi ~
cations provided a reward to a student for an activity other

than‘memorizing sometning or foliowing directions‘accurately.

In a study in West Chester County, again of teacners who
were carefully se]ected by school adninistrators as being
'outstanding, ‘the- kind of pattern described earlier wasg -
repeated'-and in addition, out of eighteen thousand
communications which were directed at procedural matters in
" the classroonm only thirty of those communications involved
the student in a- way which permitted his achievement ‘his
‘needs, or his ideas to contribute to . that determination.'
Nearly all of the procedural communications were simply'the -
.givina of directions, sometimes simple and sometimes more

.‘ | \ :

complex but always controllina. .

R

] 4
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The homogenqity4pf tenéhing styles, combined with the rplthvF
homogeneitv'of cupriculnmé~and school'brganization oatterns, nalcaﬁe that
‘ |
teachln? has been a- normatlve rather 1han a techn:cal actxvxtv. That

is, teacherq have been behav1ng accordlng to a nqrmatlve concept about

what teach:np is, and they, cons equently, lool 51m11ar when they are at :

onrk. A technlcal concent of teachlnb deflnes teaching as d601010n~
maklng skllls and teaching strategles which the teacher applies to egch‘
tglchlng sltuatzon. ﬂhen he doe° this, the res ultv'varv greatly, “
for his de01510ns are dlfferent in every case and his stratpgles ;
vary as a conseﬁuencp. Hence a technieal conecept of teachlng leads f
_a ‘more heterogeneous plcture than we anﬁarentlv have at(ﬁre ent,. |

because 1trassumés tnat teachers,wlll use thelr skills to

create a variety of envirenments tailored to the needs of their

§%u@ents.

Perfdmanée;c;fientéd education has to be built on the assumption
- tthat teachlng is a tecnn1Cal matter--a proces of dec:s:on-makxng, 1nterad1ng'.-
w1th chlldren deve]oulng of content etc.. The clusterlng of teachlng

/

" behaviof around 1dent1f1ab1e norms - suggeqts that it has been an

intuitive, 1m1tat1ve act _ g
Probﬁblv the 1mnlomentat10n of nerfornance-baqod educatlon
w111 requlre thn soc:allzatlon of the educatlon profesqzon 1nto a

7

tgchﬁxcal stance which is/forelgn to the norms of contemncraty practige.

o

."__!' .

“
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_ } ' o '~ Chepter Eight

Whet Would Be the Nature ofia Comgrehensivé""
tCompetency;Based Training System? .

f
'f 1t will take a number of trials to determine with any .

certainty what would: be the nature of anreffective competency-

_‘basLd teacher educationusystem. Howeveri tpe-evidence‘,
thusfar'aocumulated from_these experimentstwhich hase
been condncted(ujg combine with the exoerience of the systems
builders who. worked within the Bureau of Reseorcn s teacher
education program(“5j to form a base on which we can bulld ”
emergent but workable guioelines for the development of a

‘full system. :

From the experiments and‘from softmarekteSting Lt

appears that 1t '1s feasible to train teachers to a considerable.
. variety of decision making skills and teaohing skills and

strategies.. What 1s not clear 1s whether we can, build a .
' complex training program oomprehensive enough to prepare a -
4teacher for the full role of classroom teacher or even for
- more limited specialized roles. There is absolutely no
‘evidence that this cannot be done, however, and the suocessz
"of military programs in training persons to very complex

‘performance mocelc encourages the belief that a program

to train & teacher is fedsible.‘

" The experience in programmed instruction and the forms

that have evolved from 16 suggest that training systems do’
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not have to employ wlnute sequenced steps, but that .loderate
to large—sized'stepd are effective and have even greater

client acceptance.

Gybernetic psychologry has contributed the proposition
that qulite complex behaviors can be effecplvely learned
under simulated conditions and transferred to field
situationé} By controlling tasks completely, cybernetic
techniques can give superior results. to the less confrolled
demands of fleld trainine. To have effective teacher
tralning; hovever, requiges that field situations be
compatible wlth and reinforce training goals-~Tield aspects
~of treining must be compat;bié with the entire tqZ?ning

gystem. As indicated earlier, the enormously complex roles

Ve

of teachers in present sbhoolg«may be'untrainable--people

‘may elmply be unable to fulfill them,

Principles of Program ﬁlannlng

Each of thelBu}eau of Research planners created the
elements of thelr modef'programs by engaging in the com-
pletion ofzsix tagks which are common to"sysﬁematlc progréam
planning)l Although sys%ems brocedures have by no means
begnwétahdardlzed, the six tasks generally‘appear in any
,péfadigm in systematic fnstructlon although they sometimeg
exist under different names from the ones with which they

will be described here and the order in which they are
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accompliehed varies quite widely. 'Howeverjﬁthere is‘e

cebtaihflogic in the folleowing order:-

1.

‘a

The creation of a "working model" of the teacheb, dés-
crib3d as 1htebrelated‘eets\oﬂ7co&petencies and as a

subsysten of the relevanteﬂargeblenvironmen%’in“"

"which the teacher wdrks-(teams,'echools,'pommUnltles,‘:/

support systeuws,” etc,).

. . H . a0 ) . 3
The analysis of thls model into streams of, relsted com--
petehcies that_cah,fcrm the basis of_COmponente'df the .

training-systeﬁ.

eThe'Seiectidn-of-eomnohent Strategies and the developw-

.ment of Specifications/for components.;

e
The creation of the everall tralning: system, especially

1nterlocking relationsh;ps among'cqmponents, support
systems, and communlcation systems. - C

The organization of management systems to monltor pro-

at

': gress, program elemente, and program testing and revlsion.

The reconclliation of the program with the client {stu-

'dent)-and the field_(educational system). This step‘

must be synchronlzed to the other steps.

—

ey
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In Chspter Five the Bureau-of-Research projects were
._analyzed in terms of the models of the tescher which were '
,created and the sets of interlocking components which were dge
-veloped by accomplishing the aix tosks outlined above°

eompetency—based traininz system consists of a.descriphtiox

of a model or series of models of the functioning teac S0
XEach cf thesc models is broken into elements which
~ represent asoects of the teacher 8 functionlns and which
.are accompanled by training systems which attemct through
" -the use of direct instructlonal means to accompllsh the
| development of thosge competencies and the teachers who are e
“the clients of the system. Each of the traintné components
‘1s'desisned\inle “models; form, which simply means that 1t
s divlded 1nto sections each one of which consists of 1ts

~ performance cbjectlves, the experiences designed to acniev -
\ .

~..

those objectlves,hand evaluatlon devices o determlne whether '

the comnetency has been achieved. Thus, we findﬁﬁ‘ """"""
r- 5 ' '
cf conceptlcns of the teacher and/a,set of tralnlng systems

to provide competence in aspects cf each conception¢

Finally, the entire system is oraanlzed under a management

system which psrmlts the proaress of gach student 'to be
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tracked reliably and information to be fed back to the

student himjelf go that he can modify his performancﬁi\////<//

to the faculty so that they can help counsel the student d

e
/

and provide him wiih alternative training; aﬁd the, prozram
mag?éers and developers so that they can determine which
aséects of the program are functioning well and which are
not and can attempt to resppnd vo the developmegt and .

managerial level to correct the problems which akise.
. /

The conceptions of the teacher can vary by level,
domain, and curriculum mode as indicated in the previous

sectlon,'and, addition, one may envision hierarchic

teams in which students may prepare to be assistants or

aldes or gegeral Instructional developers and'managers - }/b//”\\
(master teachers). It 1s possible, of course, to %ry to
produce 8 generallst, but I cannot suggest too stronzly

; : that a generallst ié\a,collection of'sggcialists. Régerian

| counseling, managing an instructional program, using h

slmulation games,‘?nd/leading groups of students in 1nquirg
are by no means hompéeneoys behaviors. One can simply not
prepare a general/kind of person célled a fteacher and expect
him to be able to work ih every domain, model and level,

Tt 1s pcssible to concelve of a person Qho~has‘masteTed_a

number of modes, domains and levels, and such a person aight
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function as a2 generallst although I do not think very many

of the people entering teachling have the capaclty to reach

v

'guch a comprehensl&? level of perflorwmancs. Tt 1s nore

\

1ike1y to 1mégine\that a certain number of teacher§ might
be prepared toﬁbe'general manazers of teams and to relate
to a veriety of wodes whichlare staffed by personncl

trained in speclal ways to the gpecial competencies whlch

are required of those modecz.

[T,

It seems cssential and &greed on that céﬂprehenslve
- performance-based training has to effect nof"Bnly the trainee
but the sites in which he s tgained. To tfain & teacher to
a particular type of performance and then find that one does
- LQ not have a\school in which he can do practicé teaching
and practice that type of&gerfcrm&noe ls an zosurdlty and
would soon make cynics of everyone,. including the teacher
trainae; ‘Thus; 1t 1s essentiel that comprehensive performance~
based"brograms be operated by consortia of institutions
’representlng.training capaclty, management capacity, and
? ' instltutions which edqéate children so that the training
brograms and the educational activities within the
ifnstitutior .l settings can be coordinated to a high degree.
fhis,seemsanrticularly 1mz@rtant because of the évidence
that perfcrmgnce-based training is most:éffective-when it la

accompanied by a curriculum revision and the availabilltyi
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+

of materials for children. Tt is hard to ‘imagine, for
example, that one could train a teacherjﬁb function

. ' . / — .
effectively in the T.P.T. system unléss he had one present

 and operating with children. At any r&te, agssuming that one

might be able to do soy; 1t would be absurd.

A.comprehénslve perfdféﬁgce—based sy ster relying;
heavily)as it wbuld)on'modulér 1nétructiona1'systems/éhould‘
almogt certainlf use cybernetic téchniqde%jespeclally
"simulation,in many of the phases:of training. Nearly all /
of the syétems models use simulation, not simply-because it

1s a fad, but because 1t permits training to occur in

unif;ed sequential segments that relate to the other.

AN
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Chapter 'Nine ‘

’

‘What Would Be the Nature of a Competency-Rased Teacher Centerx?

= .

v The funétign;af a compefency-based teacher center within an educational
area (a complék df,écﬁools se%ﬁiﬁé'a defined géographic area) is.to provide’
three types of flexible te;éher.educapfon supbortlto the educational effort:

1. Gengeral Supporf through.trainiﬁg tb-imprévé tecacher competence
within defined teacher roleé. .$his support should be guided by

AN

diagnosis Sf teacher ﬁerfo;@?nce in the aréa with training concentrated
in the domains oﬁtgreaaest néed in terms of the educational priorities
; of the area., For examplé, if a priority in ;he'area vere English as
a Second Languaéé'fgr young children, traiping might be concentrated’
but not 1imiteﬁ to competency in thgf domain,-
2, Flexible éupport to teachers by gelping:theﬁ diaénose their«per-
Hfo;manée and receive tra}n?ng to inc¥éase spécific coﬁpetenéies inl
» . : U
terms of their needs. For ékaﬁpre, if~;‘teacher_§i%égs éo.imprgve
.ﬁis‘skills-inkaffective éducation or ir inductive strategies; or in

By

diagnostic skills, training would be provided on the most individual

basis‘posgible. -
3f'.Support‘§§ innovative efforts within the area, Fgr examplé, a
téacher cenﬁef should be‘é%pébie of providing suppor% to all phases )
'of a general innovation -1ike the Parkway School in ?hiiadelpﬁia or

 to a thrust in school orgg#ization {such as phé establishment of
open-plan schools built around learninglcehters) o? tq a curriculum
reform thrust (shch"as'the improvement of inst?uction in é SG;;iéulum
Area such és science o% readiﬁg);

To -fulfill these missions, a teacher cgpéerlﬁill have to develop a

/

\ ’combipétion of precision‘and flexibility vh&ch‘pgobébly cannot be obtained
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without the magnitude of development effcrt'rQQUired to create a comprehensive
teachcrfeducation program. '

Fach of the three missione of a teacher center requires_diagnostic cap~

_ , ,
ability, a flexible quular training system, and a management eystem for
relating the two. monitoring effectiveness, and organizinp program revision.

A teacher center need not offer all possib]e services but could be de-
veloped to accomplish.limited training ebjectives or types of training support
vithin the three'types.of mission, but even in’'a limited ccnter precision of
diagposis, training and management would require a complete system of inter-
related diagnostic, training, and managemcnt functibns.

Thus the effectiveness of a center will depend on the deffnition.of
vorking models of the teacher or aspects ofvteacher performence; and the %‘

development of training systems to bring about competence within the models

“

of performance. "If.this is accoﬁpliéhed, then the mode 6f functiohing of a

¢ x

teacher center can be diagrammed thus:

P11 7

‘Diagnostic
: System
e ——
i -~
-0
n
Training - . .

Modules g

v

‘Without a reasonab]e flevibilitv in train1n9 comoonentq tbe migsion of a'

teacher CEHter would have to be auite specific and limite